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ABSTRACT
A Family Systems Approach to Parent Education
An Integration of the Structural Family
Model and Parent Education
(September, 1982)
Linda M. Giardina, B.A., University of Massachusetts
M.Ed., University of Massachusetts
Ed.D., University of Massachusetts at Amherst
Directed by: Professor Evan Imber Coppersmith
This dissertation was a beginning attempt to utilize family
systems concepts in a curriculum for parents. The study was designed
for parental couples in the early childrearing stage of family
development.
There were two curricula developed for this program. One
curriculum was based on child development information and the other
was a combination of child development information and family systems
concepts based on the work of Salvador Minuchin.
The study was designed to measure changes in parental attitudes
on several childrearing variables as measured by the Child Rearing
Practices Questionnaire (CRPQ), a parental goals scale and a teamwork
scale developed by the researcher.
There were three groups of parents involved in the study. One
group received the child development curriculum (development group)
vi
and the other the combined curriculum (systems group). The third
group was a control that received no treatment.
Recruitment of parental couples to participate in this study
was very extensive, but yielded a low sample population. The
difficulty in recruitment is discussed in regard to future research
and implications for educators and other professionals who work with
families.
The results of the statistical analysis indicate there was
significant change between the pre-test and post-test on two dimensions
of the CRPQ and two items of the parental goals scale. The means of
the three groups are given for all variables, and the possible effects
of the curricula are discussed in light of the mean change scores from
pre-test to post-test.
The significance of this study for future research is discussed.
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CHAPTER I
STATEMENT OF THE PROBLEM
Introduction
The world has been in a period of rapid transition and
transformation for the past 150 years. Every aspect of human life
has changed, is changing, and is under investigation. People of all
strata are perplexed by the rapidity with which change occurs and the
complexity of modern life.
This dissertation is addressed to an area of human life in this
society which is undergoing a dramatic transition and transformat ion--
the family.
The rapid transitions and transformations of this
society have created a complex process of change
where cause and effect are indiscriminately inter-
twined. . . . It is inevitable that the primary
institutions of marriage and family have changed
because they lie at the very heart of society,
in this culture and virtually every other on this
planet (Cromwell and Bartz, 1977, p. 163).
More specifically, the dissertation attempts to apply a theory of
family systems to the area of parent education.
This study is based on several assumptions. One is that the
family is an institution which is here to stay. The writer takes the
view that a family is initially created by a man and woman who make a
covenant before their God and their society to live in close union
with each other by sharing their lives. This view does not discount
1
2the validity of families which have a permanently or temporarily
absent adult member either because of divorce, death or other
circumstances. However, the writer views the trend in alternative
lifestyles as a temporary manifestation of the world-wide changes
mentioned above.
Another assumption is that families are dynamic organisms that
grow and change; that is, when there is a desire to change, families
can learn how to change. Lewis and his colleagues hold a similar
bel ief
:
[The coimitment] to the dream of prevention rests on
a belief that, if we can identify the kinds of
interactions which characterize healthy families,
such interactional principles can be taught—that
competence in the maintenance of sanity and the
rearing of children can be learned (Lewis, Beavers,
Gossett and Phi 1 1
i
ds
,
1976, p. 5).
In pursuit of the "dream of prevention," this writer asked:
Would it be useful for parents to know about theories of families as*
systems and how they function? Thus another assumption is that it
would. Why? Because of the threefold belief that: (a) knowledge
increases effectiveness; (b) theories are a way of organizing knowledge
so that it can be appliod; and (c) education is the foundation of
prevention. What is the essence of education? According to Alfred
North Whitehead, the organismic philosopher:
The essence of education is that it be religious.
Pray, what is a religious education?
A religious education is an education which
inculcates duty and reverence. Duty arises from our
potential control over the course of events. Where
attai nable knowledge could have changed the issue L
ignorance has the guilt of vice. And the foundation
3of reverence is this perception, that the present
holds within itself the complete sum of existence,
backwards and forwards, that whole amplitude of
time, which is eternity (1957, p. 14). (Under-
lining added.)
A final assumption is that the family is the best institution for
childrearing and that it has a uniquely influential role in the
spiritual and psychological well-being of individuals. Therefore,
an important question leading to this study is: How can the
potential families have for nurturance and growth be realized?
Why a family systems perspective ? The systems perspective of
family is the offspring of general systems theory. This perspective
meets a need to explain and find order in the web of family relation-
ships. From the perspective of circular causality the old cause and
effect models (e.g., psychoanalysis, behavior modification) are
inadequate to explain the complex relatinoships of the family. More
and more, family and parent-child research highlights the complexity
of family interaction and behavior. In terms of the family, and human
relationships in general, the application of systems theory to the
family has broadened the field of vision of the family therapist and
sociologist (Aldous, 1978; Kantor and Lehr, 1975; Lewis et al . , 1976;
Minuchin, 1974). When viewed systematically, family interactions are
not perceived as simple dyads with an active and a passive member.
Instead, a single interaction may weave a web which involves two or
more individuals, each playing an active part. The family system s
view acknowledges the contribution of every member to the family's
functioning, and there is an explicit assumption that no one
member
4can be isolated as the cause of the family's problem. The application
of cause and effect theories to human relationships often results in
guilt, passivity (Kessen, 1979, p. 819) and scapegoating. A classic
example of this is the once widely held view that mothers were
responsible for the emotional problems of their children into adulthood.
The systems theory does not look for victims and persecutors. It seeks
to determine how a family's organization enhances or inhibits growth
and what can be done to change the part that inhibits. The application
of systems theory to prevention may lead to a new understanding of the
potential unity and strength of families (see Kantor and Lehr, 1976
and Lewis et al
. ,
1976). It has helped family therapists discover
innovative ways of helping families in crisis. It may be equally as
helpful to parents in their role as creators and nurturers of families.
The problem . The intent of this study was to draw from current theories
and research in family systems, particularly structural family therapy
(Minuchin, 1974, 1978), develop a curriculum for parents of young
children, teach it to a group of parents, and compare differences in
attitudes towards childrearing among three groups as measured by a
pre- and post-test. The study was designed to address the following
questions:
1. How do the childrearing attitudes of parental couples who attend
a parent education program which disseminates child development
information compare with those of parental couples who attend a
similar parent education program which additionally includes
structural family theory as developed by Salvador Minuchin?
52. How do the childrearing attitudes of the above parental couples
compare with a control group of parental couples who attend
neither program?
More specifically, it was intended to determine the effects of the
curricula on the participating parents in terms of their attitudes
towards childrearing, their satisfaction with their child, their
perceived ability to work as a parental team, and their perception
of the clarity of their own individual goals as parents and their
understanding of their spouse's goals.
Rationale . This study was an exploration of the writer's belief that
parents would benefit by an understanding of family systems theory.
In general, parent education programs have had a parent-child focus;
that is, the programs have isolated a part of the whole family system
without looking at the connection of the part to the whole. In fact,
many parent education programs emphasize the strong influence the
parent exerts on the child, and not vice versa. "There was a recent
cartoon in which a mother who was reading a book on parenting is saying
to the father, 'What gets me is the way these books for parents always
stick up for the child'" (Kerckhoff, 1976, p. 6). Parents are often
left feeling guilty, blamed, inadequate, and undermined.
There are several beliefs underlying a unidirectional parent-child
focus (Kessen, 1979, pp. 818-819) that have guided the way child
psychologists and educators have approached parents, primarily mothers.
First, it is widely held that if the child does not develop properly,
then someone (generally the mother or whoever acts in that capacity)
6is to blame. Second, the father is considered irrelevant to critical
issues in the child's development. Finally, in contrast to the first
belief, but equally unidirectional, is the concept that the child "is
invariably seen as a free-standing i sol able being who moves through
development as a self-contained and complete individual" (Kessen, 1979,
p. 819). Depending on who is giving the advice, the parents run the
risk of doing too little, too late, or too much, too early.
There is another body of research which emphasizes the importance
of the environment in the child's early development (White, 1975) and
the importance of the bonding experience mother and child immediately
following birth (Klaus and Kennell
,
1978). Another area of research
is the study of the reciprocal nature of the parent-child relationship
(Bell, 1979; Brazleton, 1969).
The unidirectional approach cited above investigates parts of the
whole in a linear fashion, and does not take into account the entire
system of which the parent-child relationship is a part. One outcome
of a linear approach is that when viewed separately, the findings some-
times appear limited and contradictory. The intent here is not to
discount the valuable contribution made by this research to our
knowledge of human development, but instead to attempt to incorporate
and interpret linear studies using a systems perspective. A systems
view provides a theoretical perspective which increases our ability to
comprehend the intricate web of intra- and extra-familial interaction.
The parent-child relationship is seen as part of a complex system
composed of individuals and subsystems which influence each other. If
unidirectional studies were analyzed from a systems view the
interpretation of the results could be quite different (see
Bronfenbrenner, 1979).
What would family systems theory contribute to the field of
parent education? A major task for parents attending a parent
education program is to learn how to transfer the knowledge,
experiences, and skills learned in a supportive educational
environment to their family environment. In fact, a major task of
all students regardless of the subject is to learn how to translate
theory into practice from one setting to another (Carney and Jordan,
1975). The curriculum that includes a systems perspective would
provide knowledge of the family environment that could facilitate the
parents' ability to transfer knowledge, experience and skills learned
in one environment to the family environment.
In addition, a parent education program with a family systems
orientation may provide parents with the skills to make a more realistic
appraisal of what to change and how to make those changes. It could
broaden the scope of parent education by taking into account the role
of a parent as part of a system. The parent educator, given the
system's perspective, would be aware that the program is an extra-
familial influence on the parental subsystem of the family system.
As Arnold (1978) states:
The application of a general systems theory . . .
conceptualizes the parent-child relationship as a
dynamic system with many component subsystems, both
homeostatic and deviation-amplifying, with input
from other such complex systems as the neighborhood
8and comnunity, society, the economy, and the school
system. Input from any of these other systems or
intervention within the parent-child system by doing
or saying something to the parents tends to have
far-reaching reverberations throughout the parent-
child system and other affiliated systems (p. 55).
Adopting the above view means the parent educator and parents need to
know how different family systems might react to new information and
skills. The first step in this process would be the inclusion of
knowledge of the parental subsystem, its functions and interactions,
in parent education programs. A family systems perspective could also
be used as a guide to curriculum development and methodology in parent
education.
The Purpose
A major question of this study was to determine whether knowledge
of family systems theory increases the ability of parents participating
in a parent education program to make attitudinal changes. There were
several assumptions underlying the development of this study: (a) that
parents who attend parent education classes do so because they are not
satisfied with the way things are, and therefore want to see some
changes in themselves and/or their children and/or their families;
(b) knowledge of the family as a system might facilitate the ability
of parents to gain more control over how their family functions by
increasing their understanding of family interaction. Concerning change
and the initiation of change in families, Aldous (1978) states a belief
in the family's ability to:
9. . . develop 'anticipatory norms,' norms that
encourage them to anticipate change inside and
outside the family. With expectancies of change and
sufficient lead time to cope with coming variations,
families can do a better job of developing new ways
or new goals ...
The greater the variety of information the
family possesses, the greater its ability to adapt
to change or to initiate it. The systems properties
of selective boundary maintenance and of inter-
dependency are critical here (p. 39).
One aspect of this program was to teach parents to anticipate and
recognize periods of stress and transition as natural processes of
individual and family development. It was hoped the study would
provide some insight into what parents need to know to anticipate
developmental change. However, follow-up research will be necessary
to examine the relationship between attitude changes and changes in
childrearing behavior of the parents who participated in this study.
McGillicudy-DeLisi (1979, 1980) is currently conducting research to
determine whether "parental beliefs provide any information about
parental behaviors" (p. 13). Her preliminary results indicate they
do.
Definitions of parent education when interpreted systemically,
imply that parent education programs are interventions in the family
system. Definitions of parent education have one or more of three
basic components: (a) knowledge dissemination, (b) increased awareness,
and (c) acquisition of new skills and/or improvement of skills (for
examples, see Arnold, 1978; Croake and Glover, 1977; and Lamb and
Lamb, 1978). The three components involve change-change in
attitudes
10
and understanding (via new knowledge and increased awareness), and
accompanying changes in behavior (acquiring new and/or enhancing old
skills). Viewed from a systems perspective, each component could
/
require a change in the family system in order for a parent to utilize
the content of the program in his/her family. Thus viewed, parent
education programs are interventions into a family system. For the
most part, parent education and training programs have not incorporated
into their curricula the effects of the program as it intersects with
the family system. Because of this oversight or lack of understanding,
many programs do not have the desired effect and may, in fact, be
detrimental
.
Let us consider a hypothetical case. In the majority of cases
it is the mother who attends parenting programs. In this example, the
mother decides to attend a program which promises to increase her
ability to communicate with her children. She learns a new skill and
her desire to use this skill is very strong because she desparately
wants to know how to communicate with her children (an admirable goal).
Let us focus on the parental subsystem and speculate what transactions
might take place. The mother now knows more (or assumes she does)
about conmunication than her husband. Namely, he does not know how
to communicate, and he does all the wrong things, so she feels justified
in criticizing him. They become caught in a pattern of escalating
conflict which may lead to demonstrating to their children how
incompetent the other is, thereby involving the children in a
spousal
conflict. Assuming the spouse subsystem was already at odds,
the
11
effect of the intervention may be to further intensify the conflict.
If it was not in conflict before the program, the effect has been to
create one. The new knowledge concerning effective communication has
not increased family "communication" in the way intended. Instead the
knowledge is used by the spouse subsystem to intensify or create
spousal conflict. This example implies that the success of a parent
education program is partly determined by the whole family's ability
to accommodate change. As Robert Hess (1977) states, "Availability of
information does not necessarily alter parental practices" (p. 3).
Perhaps the availability of information was inadequate because it was
incomplete. In a position paper on the role of adult educators in
parent and family education, Cromwell and Bartz (1977) state:
Attempting to change family functioning via only one
member of a system is inherently risky and has low
potential for success. ... It should be obvious
that a mother alone, for instance, cannot improve
family comnunication patterns as effectively as when
all family members understand the need for change
and experiment with new techniques (p. 164).
A systems perspective may maximize the beneficial effect of parent
education by supporting the family systems. This study, then, is a
first attempt at providing information which may be useful in developing
programs for parents based on a systems view.
The Curricula
Since a goal of parent education is to stimulate and produce
change which will directly affect and improve the quality of
parenting
and the child's growth and development (see Arnold, 1978;
Croake and
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Glover, 1977; and Lamb and Lamb, 1978 for definitions of parent
education), a major concern in the -development and implementation of
parent education programs ought to be how to help parents facilitate
those changes they (the parents) wish to make. The parents, therefore,
need to know what to do in order to change their attitudes, values,
and/or behaviors and improve their skills. It is therefore necessary
but not sufficient to tell people why certain events are occurring
(i.e., child development information). Although parents most frequently
ask questions which are concrete and situation-oriented and begin with
what or how, the curriculum for this study attempts also to answer
questions that begin with why (e.g., "Why does my three year old
masturbate?"), how (e.g., "How can I gain my child's respect?"), and
what (e.g., "What do I do when my child fights?"). The curriculum for
the development group evolved with a focus on why's of the past,
present and future (i.e., knowledge about the processes of human and
family development), and the how's and what's of the present and near
future (i.e., next stage in the family's development, as well as the
child's development). Thus, in an attempt to establish experimental
groups whereby the effects of developmental and family systems concepts
on parents could be assessed, separate curricula were developed.
There were three groups of parents participating in the study.
The participants were from two-parent families and both parents were
required to attend. Single- parent families were not included in this
study because their needs, problems and organization differ signi-
ficantly from two-parent families. The study was designed to address
13
two-parent families only because of the researcher's interest in the
effects the curriculum might have on such families. However, a
system's perspective is equally applicable to single-parent families.
One group of parents attended an eight-week parent education
program based on child development theory and are referred to as the
development group . The second group of parents
,
referred to as the
systems group
,
attended an eight-week parent education program, the
last four weeks of which were identical to the development curriculum.
The first four weeks were based on the theory of family systems
developed by Salvador Minuchin, called structural family therapy.
The third group was a control group which attended neither program,
but completed the same questionnaire as the two experimental groups.
Rationale for the child development curriculum . Many researchers in
the area of family studies have emphasized the need for parents to
understand child development processes (Duvall, 1971; Kenkel , 1973;
Kephart, 1972; Minuchin, 1974; Pickarts and Fargo, 1971). One
rationale for a child development curriculum is that parents are the
first educators of children and as such should know about the physical,
social, and psychological development of children (Kenkel, 1973).
Kessen (1979), however, warns against the dangers of scientism and of
translating research results on child development into imperatives for
ethical and normal behavior on the part of children and parents. He
feels that much advice that is given to parents is presented as
scientific fact, but is actually the "experts' subjective" and often
empirically untried view of what is "right." However, there is much
14
information on human development that can be of assistance to parents
if it is presented with humility and the acknowledgement that it is
the best of our information at this time. In support of a curriculum
focusing on child development theory, Kerckhoff (1976), a professor of
child development and family studies at Purdue University, observes:
In no job are adults who are untrained permitted to
work without understanding both the job and the
population served by the job, and so, in parenting,
individuals must understand the nature and develop-
ment of the child, and the process of interaction
with the child we call 'parenting.' For too long
parents have been blamed for the ills of society
without being given the support of education for
their jobs and rewarded for the positive aspects of
it. . . . The usual cop-out answer that 'we really
don't know too much about children, and anyway, it
depends on the individual child and his situation'
may have some truth in it, but in reality, we know
a good bit about the ways in which children grow and
develop, what the danger signals for problem- growth
are, and what guidance should be compatible with
various stages and ages of development (pp. 6-7).
The goal of parent education is prevention. The dictionary states
that "'Prevent' strongly implies decisive counteraction to stop
something from happening" (Morris, 1978, p. 1038). One way to do this
i s to teach parents the why's, how's and what's of child development,
based on the latest research findings. In this way, the parents will
have the tools of knowledge and problem-solving to direct their own
lives and not be completely dependent on experts for direction. The
role of the expert in relationship to an informed parent is to guide
and educate, respecting the parents' abilities to find their own
solutions.
The child development curriculum is based on the work of
several
15
theorists and researchers. It may be helpful to the reader to have an
idea of the references used for each week of the child development
program, an outline of which may be found in Appendix A.
The first session was called Parents as Teachers and is based on
the work of Pickarts and Fargo (1971), Lamb (1976), Bronfenbrenner
(1977), and others. The second session was called Play and Toys and
drew on the work of Cap! an and Cap! an (1974) and Bruner, Jolly and
Sylva (1976). The third week was called Children and Television and
utilized information from Action for Children's Television. The fourth
week was called Communicating with Young Children and was based on the
research of Robert Selman regarding children's roletaking ability and
Piaget's research on the ability of the child to take the other's point
of view as well as the child's interpretation of what is said and done.
The fifth week was an Overview of Child Development, presenting the
ideas of Piaget, Freud, and Skinner as they have influenced the ongoing
controversy over nature versus nurture. The sixth week was called
Children's Thinking Processes and drew on the work of Piaget, as
interpreted by Elkind (1974), and Phillips (1969). The seventh week
was called Discipline and was a discussion based on Baumrind's (1974)
study regarding permissive, authoritarian, and authoritative parenting
as well as the views of Dreikurs (1974) and Gordon (1975). The eighth
week was called Developing Emotions. The discussion was focused on
the role of parents as models for children learning which feelings are
acceptable and unacceptable. It drew on the work of Diana
Baumrind
(1974), Thomas Gordon (1975), Harris and Merriam (1979)
and Kaplan (1978).
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Rationale for the family systems curriculum . For the past thirty years,
a growing number of professionals working with troubled individuals have
turned their attention to the family (see Guerin, 1976 for a history
of the family therapy movement), and many of these professionals have
applied general systems theory to the study of the family. As they
began to see the families of their clients, it bedame evident to them
that families were influential in determining the success of treatment
and rehabilitation for both their emotionally and mentally ill patients.
(Bowen, 1976; Guerin, 1976; Haley, 1973, 1977; Minuchin, 1969, 1978;
Selvini-Palazzoli
, 1978; and Watzlawick, Weakland and Fisch, 1974 are
several family therapists who have been influenced by general systems
theory in their treatment of individuals and their families.)
Around the same time, family sociologists working within the
family life cycle concept also observed that families function as
systems and that a linear, cause and effect approach is inadequate to
explain the dynamics of the family. Aldous (1978, p. 220) indicates
that parenting and marriage roles contain systems properties when she
observes that "success in parental roles can result in less strain for
marital relations." Her book on the family development approach
integrates a family systems view. Other researchers indicate that
marital satisfaction influences the quality of parenting (Rossi, 1974).
Pickarts and Fargo (1971, p. 77) specify that knowledge of family
relations ought to be a part of parent education. Bronfenbrenner
(1979) and Terkelsen (1980) indicate that changes in one member of a
family trigger changes in other members and in the structure of the
17
family. Bronfenbrenner (1979) also notes that a dyad functions
maximally when it is positively supported by a third member. The
above research and observations of the family and children reveal that
families have systemic properties of circular causality (e.g., success
in parental roles —> less strain in marital relations
—^success in
parental roles), homeostasis and morphogenesis.
The family systems curriculum (see Appendix B) for this study is
based on structural family therapy as developed by Salvador Minuchin
(1974, 1978). There are several reasons for selecting this model as
appropriate for a parent education program. First, it combines
knowledge of family development and family systems so that parents can
understand how their family may differ from stage to stage (family
development) and how its organization may vary (family systems).
Second, it accounts for stresses that are intra- familial and extra-
familial so the family is not viewed as the source of all problems.
(The need for addressing the family's social context has been
identified by several researchers, among them Hess (1977), Keniston
(1977) and LeMasters (1970). Third, the theory is clearly defined
in the literature, and there is a model of normal family functioning
which is easily differentiated from the theory's intended therapeutic
use.
In his article, "How to Help Parents Beat the System," Arnold
(1978) explains the benefits of teaching parents a system perspective:
One advantage of parents as systems analysts is that
this approach helps defuse negative parent-child
interactions by redefining them as curious scientific
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phenomena rather than blameworthy moral feelings, as
vicious cycles rather than vicious people. With older
children and teenagers, it can even provide a medium
for constructive parent-child cooperation: They can
work together analyzing the system, how they are caught
up in it, and what they can do to control the system
rather than being controlled by it (pp. 62-63).
From this statement, there emerge three objectives of a parent
education program which has as its goal teaching parents how to be
systems analysts. They are:
1. To learn about the relationships between the various subsystems
of the family system.
2. To learn to identify and articulate the problem clearly for all
family members.
3. To learn how to look for solutions to problems rather than people
to blame.
Using Minuchin's model, the following objectives would be added:
4. To understand how the parent's family is organized, using the
structural family schema (e.g., answer questions like: What is
your family's transactional style? What are the boundaries?
What are the subsystems and who are in them? What developmental
stage is your family in? What are the sources of stress and
support for your family? etc.)
5. To be able to recognize modes of interaction parents want to change
in their family and how to change them.
6. To learn to recognize when their family might need outside help
to either make changes or resolve a crisis and how to get it.
The instructor needs to be sensitive to the parents' responses
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to acquiring this new information, as well as be able to provide extra
guidance when necessary.
To conclude, knowledge of the structural family theory provides
a comprehensive model of family functioning which is equally informative
and useful in working with "healthy" families as well as families in
crisis. The theory seems to be applicable to all strata of our society,
is easily described, and can be understood by individuals with no
training in counseling. That is, the theory is independent of the
therapeutic setting for which it was developed, and can be used in an
educational setting.
Definition of Terms
This section consists of a list of terms and their definitions
which are used in the body of the dissertation and in the curricula.
They are terms which are derived from the three areas which this study
has sought to integrate, namely, the family systems perspective, the
concept of family development stages, and parent education.
1. Boundaries : The rules defining who participates in a subsystem
and how. Their function is to protect the differentiation of the
family (Minuchin, 1974).
2. Child Development Information : A body of knowledge about the
biological and psychological growth and development of children.
The developmental information presented will be based on the
research of a diverse group of developmental specialists.
3 . Cross-Generational Alliance: When two or more members of a family
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unite in attacking one or more members. Very often this can be
seen as a parent-child coalition, where one parent recruits a
child to ally with her/him against the other parent. Triangulating
is another term used for this interaction (Minuchin, 1974, 1978).
4. Detouring : Deflecting conflict or stress from one subsystem in
the family to another (Minuchin, 1974, 1978).
5. Disengagement : A transactional pattern descriptive of a family
which provides a great deal of individual autonomy and is
characterized by overly independent family members who are unaware
of each others’ needs. There is no loyalty or support (Minuchin,
1974).
6. Enmeshment : A transactional pattern descriptive of a family
which provides a great deal of belonging identity to its members
and is characterized by overinvolvement. There is no privacy or
autonomy (Minuchin, 1974).
7. Family Adaptation : The family's ability to adapt and accommodate
to internal and external pressure (Minuchin, 1974, 1978).
8. Family Development Framework : The set of concepts that focus on
expectable changes in families, from the time a heterosexual couple
joins for the purpose of forming a family until the dissolution of
the family due to death of both spouses (Jorgenson and Aldous in
Aldous, 1978; Minuchin, 1974).
9. Family Development Stage : "A stage is a division within the life-
time of a family that is distinctive enough from those that
precede and follow it to constitute a separate period. It
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presupposes qualitative changes so readily discernible that
earlier interaction patterns cluster together in clear
distinction from later phenomena
. . ."(Aldous, 1978).
10 - Family Developmental Task : "A growth responsibility that arises
at a certain stage in the life of a family, successful achievement
of which leads to satisfaction and success with later tasks, while
failure leads to unhappiness in the family, disapproval by
society, and difficulty with later family developmental tasks"
(Duvall, 1971).
11. Family Homeostasis : The implicit and/or explicit rules which
govern the way the family responds to change. Each family has
its own threshold for change beyond which it will not move
(Minuchin, 1974, 1978).
12. Family Morphogenesis : The implicit and/or explicit rules which
govern the family's ability to change in order to meet the
changing needs of individual family members.
13. Family Structure : "... The invisible set of functional demands
that organizes the way in which family members interact (Minuchin,
1974, p. 51).
14. Family Systems Perspective : A view which is derived from general
systems theory. The family is described as having the properties
of a system. That is, the family is composed of individual
members, each with a unique role. Each role is partially defined
by the individual, the family, and the society of which it is a
part. The members and subsystems are interdependent and movement
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or lack of it in one part of the family affects the other parts
to a greater or lesser degree. An assumption is that the family
(the whole) is greater than the sum of its parts (each member and
individual subsystems), and that individuals cannot be completely
understood without an understanding of the individual in the
context of his/her family. Important systems characteristics
are morphogenesis (the ability to adapt to changing circumstances),
and homeostasis (the ability to provide stability and a sense of
permanence in light of change).
15. Parent Education : The purposive, formal learning activity of
parents to enhance their competency as parents in order to
improve the quality of life for themselves, their children and
their families.
16. Structural Assessment : Analysis of a family's organization and
functioning based on structural family theory (Minuchin, 1974).
17. Structural Family Model : A hierarchical representation of family
functioning and organization developed by Salvador Minuchin and
co-workers. The family's organization is differentiated into
subsystems and boundaries, and its functioning into transactional
patterns
.
18. Subsystems : Subsystems are the means by which a family carries
out its functions. They can be formed by generation, sex,
interest, or function. They can contain one or more members of
the family and may be temporary and changeable. The three enduring
subsystems typical of the Western family are spouse, parent, and
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sibling subsystems (Minuchin, 1974, 1978).
19. Transactional Patterns : These are functional and observable
expressions of the how, when, and who of family interactions.
These patterns are the rules by which a family consciously and
unconsciously regulates its functioning (Minuchin, 1974, 1978).
CHAPTER II
REVIEW OF RELATED LITERATURE
The best service that ideas can render is gradually
to lift into the mental poles the ideal of another
type of perfection which becomes a program for
reform (Alfred North Whitehead, 1933, p. 259).
This chapter is a review of related literature in the areas of
family systems theory, family development, the parent-child relationship
and parent education.
Family Systems Theory
The family systems perspective developed from general systems
theory, which is widely acknowledged as the brainchild of Ludwig von
Bertalanffy. His work in this area evolved from his previous theories
of organismic biology and open systems.
Bertalanffy began his pioneering work on systems theory at a
time when the scientific community was rigidly adhering to mechanistic
theories. In fact, Bertalanffy delayed the publication of his work
because of the scientific community's mocking attitude towards any
theory which deviated from a linear view (Gray et al .
,
1969). In a
book translated after hes death, Bertalanffy (1975) reflects on the
resistance* his theories received from his colleagues:
*In retrospect, it is interesting to note that the opposition
Bertalanffy faced can now be viewed as the resistance of a system
(scientific research and methodology) to change!
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. . .the author's life was a continuous uphill
fight— he could have done better and furnished a
less fragmentary product had he encountered less
resistance during his productive years. He may
say, however, that he was vindicated by the
eventual outcome (p. 33).
A major principle of general systems theory is that individual
entities cannot be completely understood without an understanding of
the whole of which they are a part. This is a radical departure from
a mechanistic theory which adheres to the assumption that the universe
of things must be broken down into its component parts in order to be
understood. Thus, we have witnessed an ever-increasing specialization
in all of the sciences.
General systems theory provides a framework which attempts to
discern the connections of entities in order to understand the
organisms and organizations of which they are but one contributing
member. The specialist has a reductionist, linear view of the world
which excludes the study of how the parts are related to each other
in forming a whole. Lazio (1971) describes the specialist as one
who:
. . . limits his inquiry to a strategically isolated
genus of events and assumes that his domain is
intelligible, but often refuses to assume that it
is also intelligibly interwoven with all other domains
and not just the neighboring ones (p. 58).
The generalist, in contrast, assumes that the parts are "intelligently
interwoven" (Lazio, 1971):
... and holds that the knowledge of events in any
one domain becomes fully intelligible when brought
into conjunction with the knowledge of events in the
other domains (p. 58).
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In examining and defining systems, there are several character-
istics which appear to be common to them. Bertalanffy (1975) defines
a system as "a set of elements standing in interrelation among them-
selves and with the environment" (p. 159). A basic quality of this
interrelationship is the tendency of every system to maintain the
status quo and to resist change from within and without. This is
widely known as homeostasis. Bertalanffy (1975, p. 110) cites the
thermostat as a simple example of homeostasis. Once set at a certain
temperature, the thermostat continues to maintain that temperature
through a signal or impulse which tends to reinstate the set temperature
inside even when it is quite cold or hot outside. This is also an
example of a system's feedback mechanism which is the communication
between entities that activates the homeostasis. The quality of open
systems which allows for changes and the exchange with the environment
is called morphogenesis.
Both homeostasis and feedback are found in inanimate and animate
systems. However, living or organic systems are open systems . Open
systems are characterized by a continuous flow and exchange of matter
and energy from the environment. Open systems also have the quality
of equi finality. This is the ability of an organism to reach a goal
"from different starting points and in different ways" (Gray et al.,
1969, p. 11). Inanimate systems such as those of physics are closed
systems and have no exchange with the environment and do not possess
equifinality. For example a machine cannot be cut in two to produce
two machines, but the embryo of a sea urchin can be cut in two or
three pieces and each piece will develop into a sea urchin (Gray et
al., 1975, p. 11).
27
Two characteristics which again distinguish organic from non-
organic systems are negentropy and entropy. In nonorganic, or closed
systems, the tendency of the system is toward maximum disorder or
chaos, called entropy
,
where the importance of homeostasis is to
maintain the system's stability. In organic or open systems, the
tendency is toward higher levels of order. According to Bertalanffy
(1975), living organisms maintain themselves "in a state of highest
organization, in a state of fantastic improbability," whereas physical
events tend toward a " disappearance of existing differentiations"
(pp. 45-46).
The apparent violation of physical laws in the
animate world disappears with the generalization
of thermodynamics and its applicability to open
systems. For in an open system we observe not
only entropy through irreversible processes, but
also a .transport of entropy which may very well
be negative
Thus, living systems are paradoxically entropic and negentropic. They
have the ability for both, and because of this can "maintain a state
of improbable organization."
General systems theory has revolutionized the way in which
scientists view and investigate the reality of our world. Gray and
his colleagues (1969) believe it is having a similar impact on the
social sciences.
It should be noted that general systems theory does
not invalidate previous scientific work, but places
it in a new frame of reference, a new way of viewing
the world. This will permit the very large amount
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of knowledge already accumulated, although often in
a fragmented and isolated way, to become integrated
and be placed in perspective in terms of the growth
of knowledge itself, thus giving guidelines as to
what further needs to be done. It will be instru-
mental in bringing the findings and knowledge of
the various specialties into effective transaction
with one another and will lead hopefully to greater
unity in science (p. 25).
The application of general systems theory to the family has taken many
forms. Clinicians who began their careers working with individuals
have singly and jointly developed diverse models of family therapy.
However, the following section will focus on the work of Salvador
Minuchin, as it is the basis of the curriculum for the systems group.
Description of Structural Family Therapy
Structural family therapy is based on systems theory, and is the
brainchild of Salvador Minuchin and several of his colleagues. In the
mid-1960s while Minuchin was working with troubled adolescents in
Harlem, he turned his attention from the individual psyche to the
individual in his social group, namely, the family.
The basic assumption of structural family therapy (and indeed
the family systems perspective in general) is that man is not isolated
and "is an acting and reacting member of social groups" (Minuchin,
1974, p. 2). Pathology is viewed not only as a function of the
individual (see Minuchin, 1969). Structural family therapy does not
seek to explore and interpret the past of an individual (i.e., the
question why is avoided in this therapy). Instead, the identified
patient (i.e., the member of the family that has been identified by
29
the family and perhaps others as the one with the problem) is viewed
within the present family context. The goal of structural family
therapy is to transform the structure of the family and provide it
with alternative ways of functioning (i.e., questions beginning with
what and how are frequently asked). The therapist assumes that a
pattern has developed which maintains the identified patient's symptom.
The goal of the therapist is to identify the pattern and intervene to
break it. The assumption here is that a change in one part of the
family affects the entire family system.
During the initial stages of therapy, the therapist forms
hypotheses about the family's organization and how it maintains the
symptom. The therapist makes interventions to break the symptom-
maintaining patterns. If the therapist's hypotheses are correct and
the intervention is directed at the appropriate part of the system,
the family is compelled to find a new transactional pattern. For
example, a family may be in therapy because of an acting out teenager
who is in trouble with the law. The therapist observes that whenever
the parents disagree on a topic, the teenager acts out in the therapy
session. The therapist might then hypothesize that the teenager's
behavior is a way of maintaining the family's stability by uniting
the parents to help their child. Let us assume the therapist has
successfully blocked this pattern by intervening whenever the teenager
attempts to interrupt a dyadic interaction between the parents. The
family may now have a teenager who is not in trouble with the law,
but they also have a husband and wife who are in open conflict for
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the first time in years. At this point, the therapist might suggest
marriage therapy for the couple or continue family therapy, depending
on the particular situation. When these results are interpreted by
the structural family theory, the change which occurred in the parent
subsystem (i.e., when the teenager's behavior changed they no longer
had the parental obligation to try to help him), was influenced by a
change in the child subsystem, which made explicit a conflict in the
marital subsystem.
Minuchin (1974) uses the following analogy to describe the
framework of structural family therapy:
A therapist working within this framework (individual
therapy) can be compared to a technician using a
magnifying glass. The details of the field are clear,
but the field is severely circumscribed. A therapist
working within the framework of structural family
therapy, however, can be compared to a technician
with zoom lens. He can zoom in for a close up
whenever he wishes to study the intrapsychic field,
but he can also observe with a broader focus (p. 3).
Thus, the individual cannot be completely understood without under-
standing the social context within which he or she lives. Minuchin
chose the family as the target of intervention. However, he states
that, "the target of intervention could as well be any other segment
of the individual's ecosystem that seems amenable to change-producing
strategies" (1974, p. 14). Minuchin, Rosman and Baker (1978) discuss
the paradigm shift that has taken place in therapy "from the intra-
psychic to the interpersonal, to man in his social structure" (p. 79)
and describe a family session using the systems approach in the
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following way:
In a family session the therapist may see all members
of a nuclear family and explore their patterns of
mutual regulation. But he will include in his
formulation the family's connections with the
extended family and its spatial and social relation-
ship to society. When the systems therapist works
with an individual patient, his view of the patient
and his therapeutic approach to that patient is
related to the position of the patient as a subsystem
of the family and of the social group. The true unit
of intervention, for the systems therapist, is
holistic. It is the individual in the web of
significant relationships in which people interact
(p. 80).
The model of family functioning* that Minuchin developed has
three components: (a) family structure, (b) family development, and
(c) family adaptation. The distinguishing feature of a "normal" family
is its ability to maintain family stability (homeostasis) and allow
for restructuring during times of transition and stress (morphogenesis).
Family structure is defined as "the invisible set of functional
demands that organizes the ways in which family members interact" (1974,
p. 51). This set includes the family patterns determing the how, when
and who of family relationships. These are the transactional patterns
of the family. When a mother tells a child to do something, and the
child obeys or disobeys, the interaction between the two demonstrates
their relationship to each other. A transactional pattern is one that
is repeated in terms of how mother and child relate to each other.
"Transactional patterns regulate family members' behaviors" (1974,
p. 51).
*This description is taken from Families and Family Therapy and
Psychosomatic Families , and the reader is referred to those volumes
for a more detailed explanation.
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Minuchin says that transactional patterns are maintained by:
(a) universal rules that govern family organization, such as hierarchy
which determines the different levels of authority of parents and
children, and (b) the family's homeostasis, that is, the implicit
and/or explicit rules which govern the way the family responds to
change. Each family has a threshold of tolerance for change beyond
which it will not move. The healthy family is an open system that is
able to change to meet new circumstances and at the same time maintains
a continuous frame of reference for its members. In light of the
above, a child with a "school phobia" is viewed in the context of his
family. The diagnosis of a therapist might be that he is the family
member with a symptom which indicates that the family is unwilling or
unable to make the transition from one developmental stage to the next.
Therefore, the child does not own the problem alone. The family owns
it with him/her and the therapist treats the family, not the child.
Another possibility is that the school context is the source of the
problem and not the family. In this case the therapist may assist the
family to find ways of helping the child adjust and/or advocate for
their child with teachers and administrators.
Two important functions of a family are to provide a sense of
belonging and a sense of autonomy. Relative success in these functions
ensures the psychological well-being of the family and its individual
members. Problems arise when one function is emphasized over the
other. There are two transactional styles that represent the
extremes of belonging identity and autonomous identity. They are
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enmeshment and disengagement, respectively. However, before they can
be discussed in detail, one must understand the concepts of subsystems
and boundaries.
Subsystems are the way families differentiate and carry out
their functions. The composition of subsystems can be based on
generation, sex, interest, or function. An individual can constitute
a subsystem, as well as dyads (e.g., husband-wife, mother-child, etc.),
or groups of three or more. Members can belong to more than one
subsystem.
Boundaries are the rules defining who participates in a
subsystem and how. Their function is to protect the differentiation
of the family. The clarity of boundaries is more important than the
composition of subsystems in determining the healthy functioning of
a family.
There are three generic subsystems which seem to be typical of
families in Western society—spouse, parental, and sibling (Minuchin
et al., 1978, p. 54). (Table 1 outlines the functions of each sub-
system.) The spouse subsystem is composed of two adults of the
opposite sex who have joined to form a family. The individuals in
this subsystem need to have the skills of mutual accommodation and
complementarity.
That is, the couple must develop patterns in which
each spouse supports the other's functioning in many
areas. They must develop patterns of complementarity
that allow each spouse to 'give in' without feeling
he has 'given up.' Both husband and wife must yield
part of their separateness to gain in belonging
(1974, p. 56).
THE
STRUCTURAL
FAMILY
MODEL:
THREE
MAJOR
SUBSYSTEMS
OF
THE
WESTERN
FAMILY
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In order to function properly, the boundaries of this subsystem must
protect it from inappropriate intrusions by children and others.
However, it should not be so rigid that the couple becomes isolated
from other subsystems. If it is functioning properly, the spouse
subsystem becomes the children's model for forming "healthy" intimate
relationships and satisfactory transactions between a man and woman.
If it is not functioning properly, the effects are felt throughout
the family system, and the children can be drawn into marital conflicts
by coalitions with one parent (called cross-generational alliances)
or a child may be scapegoated or overprotected to diffuse marital
conflict (called detouring conflict).
The parental subsystem is formed when a child is introduced into
the family. The function of this subsystem is to provide nurturance,
control, and guidance which is age appropriate for each child in the
family. The boundaries must allow the children access to both parents.
This subsystem, as described in the literature, is not based on a
democratic ideal, but on a hierarchy of power and authority which is
not static but changes as the children grow. Minuchin refers to it
as the executive subsystem which should clearly delineate the authority
of the parents and the children according to the children's developmental
level (i.e., nurturance may be prominent in early childhood, but can
become overprotective and restrictive if it remains prominent into
adolescence). He says of this subsystem:
In supporting hierarchy, the therapist is seeking not
to create an authoritarian pater familias structure
but to reinforce a respect for idiosyncratic positions
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within the family. When parents feel effective in
their executive functioning they will also be able to
respect a child's need for growth and autonomy, even
though this need brings conflict and change (1978,
p. 101).
The sibling subsystem is described as the first social laboratory
and first peer group for children. This is where they gain knowledge,
experiences, and skills to negotiate contacts with extrafamilial groups.
There is a give and take between the things children learn in the
sibling subsystem and bring to the outside world and those they learn
from the outside and bring to this subsystem and the family.
Children take different positions in this constant
interplay, and the process furthers both their sense
of belonging to a group and their sense of alter-
natives and individuation within a system (1978,
p. 56).
In order to take full advantage of this subsystem, children need
privacy, the freedom to explore and to make mistakes.
The two transactional styles of enmeshment and disengagement
can now be discussed. The family which is extremely enmeshed provides
a great deal of belonging identity to its members and is characterized
by overconcern, overinvolvement, and overprotectiveness. There is
little differentiation among family members; the boundaries between
subsystems are diffuse; and everyone intrudes into everyone else's
business. The family that is extremely disengaged provides a great
deal of autonomy and is characterized by its members being overly
independent and unaware of each other's needs. There is little
loyalty or ability to request emotional support. Unlike enmeshed
families where loyalty is demanded and behavior restricted, the
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disengaged family tolerates a wide range of behaviors. In order to
gain attention, a family member may be forced to resort to extreme
behaviors such as suicide attempts, drug abuse, running away, etc.
In this family, the boundaries are rigid and subsystems are generally
isolated from each other.
Minuchin (1978) describes enmeshment and disengagement as
transactional styles and not "qualitative differences between the
functional and dysfunctional" (p. 57). Most families operate on a
continuum of enmeshment and disengagement. For instance, the
subsystem of mother and child may be enmeshed during the early childhood
stage when children need a great deal of nurturance, but becomes
increasingly disengaged as the child reaches middle childhood and
adolescence. However, as this subsystem grows and changes with
individuals, it should never manifest the extremes of enmeshment or
disengagement. When subsystems do operate at the extremes, this is
a signal to the therapist (and perhaps the educator) that there may
be areas of pathology and dysfunction. Therefore, these transactional
styles are diagnostic tools which seem to assist in the analysis of
families and the kind of assistance they need. An example of enmesh-
ment which is not extreme, but which puts stress on the family system,
is a mother who argues every morning with her child about his/her
procrastination in getting ready for school.
The second component of family functioning is family development.
This part of the model parallels the work of child development
specialists, sociologists and psychologists. In Familie s and Family
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Therapy
,
Minuchin discusses some of the stages of development a family
goes through and the importance of the way in which the family
negotiates the transition from stage to stage. As in the family
development literature, Minuchin marks these stages by the absence and
presence of children (i.e., early marriage stage, childbearing stage,
etc.) and parallels the works of Aldous (1978), Duvall (1971), Haley
(1973), Kenkel (1973), Rogers (1973) and others. Essentially, the
family's development is used as an analytical tool to aid the therapist
in determining the stage the family is in, the tasks associated with
each stage, whether the family is in transition or has negotiated a
transition unsuccessfully, and as a prescriptive tool to determine how
to help the family accomplish transitions and tasks is the problem
seems to be related to the family's development.
The third component of family functioning is family adaptation.
This is the family's ability to adapt and accommodate to the pressure
from within and outside its sphere (i.e., institutions, friends,
work, etc.).
Inherent in this process of change and continuity are
the stresses of accommodating to new situations.
Family practitioners, in their concentration on family
dynamics, may minimize this process in the same way
that dyanmic therapists may minimize the context of
the individual. The danger of this pitfall is its
emphasis on pathology. Transitional processes of
adaptation to new situations, which carry the lack
of differentiation and the anxiety that characterize
all new processes, may be mislabeled as pathological.
To focus on the family as a social system in trans-
formation, however, highlights the transitional nature
of certain processes. It demands an exploration of
the changing situation of the family and its members
and of their stresses of accommodation. With this
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orientation many more families who enter therapy
would be seen and treated as average families in
transitional situations, suffering the pains of
accommodation to new circumstances. The label of
pathology would be reserved for families who in the
face of stress increase the rigidity of their
transactional patterns and boundaries, and avoid
or resist any exploration of alternatives. In
average families, the therapist relies on the
motivation of family resources as a pathway to
transformation. In pathological families, the
therapist needs to become an actor in the family
drama, entering into transitional coalitions in
order to skew the system and develop a different
level of homeostasis (Minuchin, 1974, p. 60).
Minuchin identifies four sources of stress. Two are associated
with extra-familial forces and are: (a) the stressful contact of one
member of the family with outside forces (e.g., work, school, friends,
etc.), and (b) stressful contact of the whole family with outside
forces (e.g., economic depression, war, discrimination, etc.). The
remaining two sources of stress are associated with intra-familial
forces and are: (c) stress at transitional points (developmental
changes), and (d) idiosyncratic problems of individual members such
as a mentally or physically handicapped child, or the long- or short-
term illness of one member.
To conclude this section, structural family therapy provides a
model of family functioning which may be useful in an educational
setting. It accounts for normal individual and family development and
the normal stresses caused by internal and external influences on the
family. As a model of family functioning, it is independent of its
therapeutic uses, and can be adapted to educational settings because
of its clarity in describing those components which affect the normal
functioning of the family.
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The Family Development Concept
The structural family model, as noted earlier, incorporates a
family development perspective. Minuchin (1974) points out that
families who do not adapt to the changes in structure required by
developmental changes are often seen by therapists (pp. 63-64). Other
clinicians have also noted the family development concept in connection
with their treatment of families. In Uncommon Therapy
,
Haley devotes
a chapter to the family life cycle, describing the difficulties and
stresses associated with the various stages. He states: "It is
becoming more evident that families undergo a developmental process
over time, and human distress and psychiatric symptoms appear when
this process is disrupted" (p. 41). Carter and McGoldrick (1980)
suggest that the family life cycle concept ought to be considered as
a therapeutic framework. Barnhill and Longo (1978) combined the
family development view with the concepts of fixation and regression
as a tool for determining how to help the families they were treating.
Hughes, Berger, and Wright (1978) have written about the usefulness
of combining the family life cycle concept with Watzlawick's theory
of first and second order change.
It is this writer's view that parents ought to be aware of
concepts and research in individual and family development in
combination with an understanding of family structure and function
in order to demystify the family's interactions and its influence on
individuals. Just as knowledge of the physical environment increases
our ability to benefit fully from its potential, knowledge of human
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interaction, growth, and development may enhance the ability of
parents to create loving and nurturing environments. The following
is a discussion of the family development concept.
The family development concept (also referred to as the family
life cycle and family career) is based on the observation that each
family goes through a predictable series of events and transitions
most frequently characterized by the expansion and contraction of
family size and the changes occurring because of maturation of
individual family members. An example of expansion is the birth of
the first child, a major transition in the family. An example of
change by maturation is the onset of puberty in the oldest child,
which requires a change of function in the parent-child interaction.
However, Hughes, Berger and Wright (1978) assert that physical events
"do not necessarily lead to simultaneous changes in a family's
interactional patterns" (p. 39). This is the view held by Haley
(1973) and Minuchin (1974). Namely, that in order for growth to
occur in a family, the inevitable physical development resulting from
individual maturation and family expansion and contraction must be
followed by changes in family structure and function. Families
experience difficulties when these changes do not occur.
According to Aldous (1978, p. 15), a few assumptions made by the
family development approach are:
1. Family behavior is the sum of past experience of family members
as incorporated in the present as well as in their goals and
expectations for the future.
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2. Families develop and change over time in similar and consistent
ways.
3. Humans not only initiate actions as they mature and interact with
others, but also they react to environmental pressures.
4. The family and its members must perform certain time-specific
tasks set by themselves and by persons in the broader society.
5. In a social setting the individual is the basic autonomous unit.
These assumptions indicate that the influence of the family on its
individual members and vice versa is reciprocal, and therefore,
familial relationships are not simple cause and effect ones, but are
inextricably interwoven. This certainly coincides with Minuchin's
description of the family system in Psychosomatic Families (1978, pp.
52-54) where he discusses the formation of the family by the marriage
of two people with different "cognitive maps and role expectations
for human interaction," both of which strongly influence the development
of the new family. The child's development is, in turn, influenced
by the individual parents, and the patterns already developed by the
spouse subsystem. The child, in turn, influences the parent subsystem
by his/her individual qualities and responses to the parents. A major
difference between the family development and family systems approach
is the emphasis the former places on change as a family dynamic in
contrast to the emphasis on homeostasis in the latter. This is due
to the different concerns of each field. The family development
concept arises from the sociology of the family, where the researchers
are looking for norms. The family systems approach arises from
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psychology, where the researchers are seeking ways of explaining and
treating abnormal behavior. As didactic concepts for this study's
curriculum, they will be used to point out the balance between stability
and adaptability in order to maintain a healthy family environment.
There are four major aspects of the family development approach:
(a) the functions that families perform (Aldous, 1978; Duvall, 1971;
Rodgers, 1973), (b) the stages of family development that seem to be
consistent in our society (Aldous, 1978; Duvall, 1971), (c) the
morphogenesis of the family (Aldous, 1978; Terkelsen, 1980): and
(d) the family as a system (Aldous, 1978). We will begin with a
discussion of the functions of the family and follow with the stages
of family development and the tasks associated with each stage. The
family as a system was previously discussed.
The functions of families are consistent throughout the life
cycle, but the particular content varies from stage to stage. The
functions are (Aldous, 1978, p. 109):
1. Physical maintenance of family members.
2. Socialization of family members for roles in the family and
other groups.
3. Maintenance of family members' motivation to perform familial
and other roles.
4. Maintenance of social control within the family and between
family members and outsiders.
5. Addition of family members through adoption or reproduction and
their release when mature.
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The functions of the family determine the tasks which each family
must perform at each stage of the family's development. Thus, the
stage of family development determines the content of the family's
functions. The content is the tasks the family needs to perform.
For example, physical maintenance may be particularly problematic
during the childrearing and retirement stages when there is a drain
of finances because of the addition of children and the loss of a
full-time salary because of retirement. It is a well established
fact that a family's economic status affects its ability to success-
fully perform the other functions. Thus, the family's functions are
also interwoven and interdependent.
Aldous (1978) defines a stage as:
... a division within the lifetime of a family that
is distinctive enough from those that precede and
follow it to constitute a separate period. It
presupposes qualitative changes so readily discernible
that earlier interaction patterns cluster together in
clear distinction from later phenomena. . . . The
family career stages cover sizable time spans, and
although one stage shades into the other, there are
breaks or discontinuities between them that give each
stage its distinctive character. The changes in
family organization that occur with each new stage
are fundamental enough to comprise a morphogenesis
of the family (p. 80).
Kenkel (1978, p. 410) points out that determining what stages to
employ and the criteria used for designating them are important
because of the insights into family function a well thought out
theory would provide the sociologist. Several people have developed
stage classifications (Aldous, 1978; Carter and McGoldrick, 1978;
Duvall, 1971; Haley, 1973; Kenkel, 1973), all of which are very
46
similar. They vary in the names and number of the stages. This
dissertation will use the stages described by Duvall (1971) as the
others are for the most part based on her pioneering work. They are:
Stage 1: The Establishment Stage
Stage 2: Families with Infants
Stage 3: Families with Preschool Children
Stage 4: Families with School Children
Stage 5: Families with Adolescents
Stage 6: Families with Young Adults
Stage 7: Families in the Middle Years
Stage 8: Families with Aging Members
It should be noted that a description of stages of family
development and the tasks of each stage is culture-bound (Rodgers,
1973, p. 42). Minuchin (1974) also points out that change in the
family in terms of normative structure and function is always
specified by the society to the family and not by the family to
society (p. 50). However, there are an endless number of variations
on the normative family theme, and no family is going to fit a
description of the normal family completely. In conveying these
stages to parents, therefore, the intent is to expand their knowledge
of family by providing them with information about how the family
changes over the life cycle and that most families experience the
same difficulties and joys.
It will be useful now to define the concept developmental task
as it appears in the literature and how it is applied to the family.
The most widely used definition of developmental task is:
A developmental task is a task which arises at or
about a certain period in the life of an individual,
successful achievement of which leads to his
happiness and to success with later tasks, while
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failure leads to unhappiness in the individual,
disapproval by society, and difficulty with later
tasks (Havighurst, quoted in Christensen, 1964,
p. 175).
Duvall (1971) notes that family development tasks parallel individual
developmental tasks and can be defined in a similar way:
A family development task is a growth responsibility
that arises at a certain stage in the life of a family,
successful achievement of which leads to satisfaction
and success with later tasks, while failure leads to
unhappiness in the family, disapproval by society, and
difficulty with later developmental stages (pp. 149-150).
There are few studies to either prove or disprove the above
definition (Aldous, 1978). However, Minuchin (1974, 1978) and Haley
(1973) have both concluded as a result of their work in family therapy
that unsuccessful achievement of individual and family developmental
tasks contributes to the crises experienced by many of the families
they see in therapy (see also Gartner, 1978; Hock, McKentry, Hock,
Triolo and Stewart, 1980; Hughes et al., 1978; Nye and Barardo, 1973).
It is the belief of this writer that knowledge of the developmental
task concept would assist families to maintain their health, apply
preventive measures, and seek help at appropriate times rather than
unwittingly waiting for a crisis to occur. The writer assumes that
increased awareness and knowledge enhance the possibility for second
order change to occur at each developmental stage. As noted by Hughes
et al. (1978), the beginning of each stage is in essence a first order
change since the family changes visibly (e.g., birth of first child),
but not necessarily functionally* (e.g., marriage roles accommodate
*See Watzlawick, Weakland and Fisch (1974) for definitions and
descriptions of first and second order change.
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parenting roles and vice verse). Therefore, knowledge of the changes
in function (as well as structural changes) necessitated by the
entrance into a new developmental stage, will allow families to
prepare for and perhaps accept the change more easily.
Several writers have listed and described the tasks associated
with various of the family development stages (Duvall, 1971; Haley,
1973; Kenkel, 1973). Table 2 provides a look at the stages and the
family tasks associated with them as described by Duvall, Kenkel, and
Haley. The listing of these developmental tasks should not be taken
as a signal for parents or professionals working with parents to use
them as a checklist. As Duvall (1971, p. 150) has observed, family
developmental tasks, like individual developmental tasks, are numerous,
complex, and difficult, if not impossible to list in detail. Just as
individuals have more capacity and interest in certain areas, so do
families. There are families who expend the majority of their income
on the education of their children and make sacrifices in the area of
their physical surroundings and there are others who value their
surroundings more. There is no uniform balance in performance of the
developmental tasks. Yet, there is a relative balance which must be
achieved or the family finds itself in difficulty (e.g., emphasis on
physical maintenance and no attention to psychological needs).
The nature of change and its occurence both in organic and
inorganic systems, has been a topic of discussion by philosophers,
scientists, communications theorists, and many others. Change, as it
is discussed in the family development literature, however, is concerned
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TABLE 2
STAGES OF FAMILY DEVELOPMENT AND TASKS
Tasks of the Family tt Etch Stage
Physical Maintenance Additional
Maintenance Social iiatlon Motivation Social Control family Members
Stage 1: Establishment Stag*
-Home base In a place to
call their own (D.H.K)
•Agreement on financial
matters
-Agreement on husband and
ulfe roles—who does
what (D.H.K)
-Workable relations with
relatives (D.H.K)
-Ways of Interacting with
friends, associates and
community organizations
(D.H.K)
Mutually satisfying
sexual relationship
(D.H.K)
Systems of Intellectual
and emotional comnunt-
cation (D.K)
Develop workable
philosophy of life at
a couple (D)
Ways of dealing with
differences between
them (H.K)
Learn cooperation
required In Intimate
pair living
Deciding on whether and
when to add children (D)
Developing a readiness
for parenthood (K)
Stage 2: Childrearing Stage
-Arranging for physical
care of baby (0)
-Ne» patterns for
getting and spending
Income (D.K)
1
-Reevaluating roles,
mutual accountability
and responsibility (D)
-Adapting patterns of
sexual relationship to
pregnancy (D.K)
-Reorienting relation-
ships with relatives
(e.g., grandparent
roles) (D.H)
-Adapting relationships
with friends, associates
and conmunity organiza-
tions (D)
-Maintain morale and
workable philosophy of
life (D.H.K)
-Expanding comnunlcatlon
systems for present and
anticipated emotional
needs (D.H.K)
-Acquire knowledge
about and plan for
sped fleas of
pregnancy, childbirth
and parenting (D.K)
-Planning for additional
Children (0)
Stage 3: Preschool Stage
•Supplying adequate
space, facilities,
etc. for expending
family (D)
-Meeting predictable and
unexpected costs of
family with small
children (0)
-Sharing
responsibilities (D.K)
-Maintain mutually
satisfying sexual
relationship
-Creating and main-
taining effective
comnunlcatlon within
family (0)
-Cultivating relation-
ships within extended
family (D)
-Acquire general
understanding of
child's developmental
needs (K)
-Facing dllaenas and
reworking philosophy
of life (D.H)
-Develop basic
orientation toward
childrearing (K)
-Preserve Intimacy of
husband-wife
relationship (D.K)
-Adapt decision-making
to expanding family
needs (K)
-Tapping resources and
serving needs outside
the family (D)
-Planning for future
children (D)
Stege 4: School-age Stage
-Keeping financially
solvent (D)
-Cooperating to get
things done
-Providing for
children’s activity (D)
-Maintaining Intimacy
of husband-wife
relationship
-Testing and retesting
family nhllosphles of
life (D)
-Deal with conflict of
being a good parent and
family meatier, or good
mother, wife and
Individual (K)
-Tying In with life
outside the family (D)
Source 0 Duvall; H • Holoy; K
ttnktl.
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TABLE 2 (Continued)
Tasks of the Family at Each Stage
Physical
Maintenance Socialization
Maintenance
Motivation Social Control
Additional
Family Members
Stage 5: Adolescent Stage
- Provide facilities for
widely different needs
(0)
• Working out aoney
natters In the family
with teenagers (0)
-Sharing responsibilities
of family living (0)
-Keeping In touch with
relatives (D)
-Constructively dealing
with Increased leisure
time of mother If this
has been a full-time
role (H)
-Putting marriage
relationship in focus
(D.H)
-bridal ng commjnlcatlon
9«P ID)
•Widening horizons of
teenagers and their
parents (D,H)
-Weaning parents fron
their children (H)
-Develop ways of dealing
with aging parents of
the husband and wife
(h)
Stage 6: Young Adult Stage
-Rearranging physical
facilities as young
adult leave hone and
return for visits (0)
-Meeting expenses of a
launching center (e.g.
,
college expenses,
weddings, etc.) (D)
-Reallocating responsi-
bilities anung grown
and growing children
(0)
-Parents coning to terms
with each other as
husband and wife (D,H,K)
-Reconciling conflicting
loyalties and philoso-
phies of life (0 ,H)
•Weaning parents from
their children (H)
-Maintaining open systems
of coemunlcatlor, within
the family and between
the family and others
(D)
•Widening family circle
through release of
young adult children
and recruitment of new
members by marriage
(0.H.K)
Stage 7: Middle Years
-Maintain pleasant and
comfortable hone (0)
•Planning for retire-
ment (0.K)
-Maintaining contact
with grown children's
families
•Maintaining contact
with extended family
(siblings' families
and aging parents)
(0)
-Drawing closer together
as a couple
-Reaffirming the values
of life that have real
meaning (D)
•Learning to accapt
physiological changes
-Participating in
cowiunlty life beyond
the family (0)
Stage 8: Aging Families
-Find satisfying hone
hone for the later
years (D)
-Adjusting to retire-
ment Income (0)
-Establishing
comfortable house-
hold routines (0)
-Caring for elderly
relatives (0)
-Maintaining contact
with children and
grandchildren (D)
•Nurturing each other as
husband and wife (D,K)
•Finding meanings In
life (0)
•Facing bereavnaent and
widowhood (D,H,K)
•Finding satisfactions
as a useful person (K)
•Accepting and adjusting
to limitations of aging
00
-Keeping an Interest
In people outside
the family (D)
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for the most part with changes in individual development as they affect
the development of the family. Aldous (1971, p. 81) notes that morpho-
genesis in the family occurs when there has been a change in individual
development. "Change comes from individual family members who, by
interacting with other family members, force sufficient modification
and behavior patterns that we can say family morphogenesis has occurred."
Terkelson (1980) makes a similar observation when he notes that:
The appearance of a novel primary need in one member
sets in motion a new need-attainment sequence,
causes temporary destabilization of existing elements,
and eventuates in a new ongoing structure in which the
existing elements have undergone modification (p. 35).
Thus, the important transitions in the family's development occur as
a result of changes in individual development. As was mentioned
earlier, Haley (1973) and Minuchin (1974, 1978) emphasize that many
families find themselves in need of professional counseling because
of their inability to adjust to the changes which may occur in indi-
vidual family members. From a preventive perspective, the family as
a system and the parents as the executives of that system need to
understand that, paradoxically, the family's stability as a healthy
system is dependent on its ability to adapt to change.
For the purposes of this study, the following characteristics
of change in the family as gleaned from the literature will be focused
on and utilized in the development of curriculum.
1. Families change as the individual members of each family change.
That is, individual and family development parallel each other.
Knowledge of both allows practitioners to be more specific about
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changes in individual behavior that lead to family morphogenesis
(Aldous, 1978, p. 122) and allows parents to anticipate changes.
2. Families are under constant pressure to change and at the same
time provide stability for each member.
3. The pressure to change activated by individual family members'
growth is more or less in conflict with the need for family
stability at different stages of family development. For example,
the transition to parenthood has been identified as a stressful
period (Hobbs, Cole, and Peck, 1976).
4. There are extra- familial pressures for change and stability as
well. These are felt by individual family members in the form
of behavioral expectations and performance of certain tasks
associated with certain roles (e.g., child ready for public
school by age five; adult male provide adequate material support
for family), and by the family in the form of socialization norms
for its members as well as the physical and psychological well-
being of its members.
5. There are many ways for families to carry out their functions
successfully. "Many patterns of family functioning are compatible
with healthy development. Although some forms may appeal more
than others, families with widely differing value systems, child-
rearing practices, and ways of organizing space, time, and roles
offer reasonable environments for child growth" (Minuchin, 1978,
p. 52).
6. Change also occurs as a result of societal changes which are not
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as predictable, such as depressions, wars, natural catastrophes,
etc. (Keniston, 1977; Minuchin, 1974; Rodgers, 1973).
7. Since change is predictable, then families can develop the
ability to prepare for these predictable changes and achieve
more control over how they respond to them (Aldous, 1978;
Duvall, 1971; Kenkel
,
1973).
Complementarity of the Structural Family Model
and Family Development Concept
The following is a brief summary of how the structural family
model and the family development approach complement each other. The
family development approach explains how individual development affects
the development of the family. The structural approach explains how
patterns of structure and function within the family effect the ongoing
development of the individual. From a family development perspective,
the individual's development is the motivating force behind change in
the family. From a structural family perspective, the family is the
motivating force behind the course of individual development. A
review of the literature in both areas indicates that they do not
negate each other, but instead supplement and complement each other.
As previously noted, researchers in both areas have combined a systems
and a developmental approach to the family, but of course, emphasize
their particular area of interest.
Since investigations of the family indicate that the relationships
are reciprocal and cyclical (Kessen, 1979), a comprehensive approach to
parent education would include not only explanations of dyadic
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relationships such as the traditional parent-child relationship, but
also how the parent-child relationship is influenced by other
relationships in the family and how individual development influences
family development and vice versa. A dyadic approach to parent
education distorts the image that the parent has of his/her relationship
to the child. That is, the parent, to use an analogy, may not be able
to see the forest for the trees, if his/her view of parenting is
limited to a parent-child interaction.
The next section is a selected review of the parent education
literature.
Parent-Child Relationships
and Parent Education
Many professionals have written on the need for parent education
(Boyd and Remy, 1978; Geiser, 1973; Lamb and Lamb, 1978, among many),
and parents themselves have responded that they want parent education
programs and need assistance in that role (Gallup, 1976; Yankelovich,
Skelley and White, 1977). Boyd and Remy (1978), Croake and Glover
(1977), and MacCormack (1979) report on the evaluation of educational
programs for parents and in general conclude that better means of
evaluation are needed before conclusive statements can be made about
existing programs. However, they maintain the need for parent
education programs even though their effectiveness is not easily
quantifiable, and cite programs, content, and methods which seem to
be more successful than others. For example, MacCormack notes that
the more successful programs; in terms of parent ratings were programs
55
in which the parents had an active role. She also notes that parents
reported that important goals for them were having support and getting
information. Parents were most enthusiastic about programs that
increased their sense of self-confidence and competence. Berger (1969)
notes that her experience in working with parents indicates that "the
most meaningful experiences are the sharing by parents of their daily
down to earth experiences in coping with the developmental stages and
problems of daily life." Boyd and Remy present strong evidence that
in the area of foster parenting, "Training reduced the incidence of
aborted placements, increased the probability of desirable placement
outcomes, and substantially increased the probability of foster parents
remaining licensed" (p. 275).
This review of literature will focus on these comments,
observations, and research results which seem to support a family
systems approach to parent education. To begin with, in the area of
family sociology, several researchers have noted the effect the parenting
role has on how individual members perform in their other roles (e.g.,
the parenting role as it relates to the marital role). Aldous (1978)
indicates that a lack of preparation for parenting is a source of
stress in the family. She states: "Becoming parents may be a normal
stage in the family life cycle, but the limited learning couples bring
to their new roles creates worries that in extreme cases affect infant
care." Kempe and Kempe (1976) indicate that a major reason for child
abuse is a lack of understanding of child development and the needs
of children at the various stages of development. Aldous also indicates
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that "the performance of parenthood roles becomes an issue in marital
conflict" when parents experience difficulty with their parenting
roles and begin arguing with each other. She concludes that if
parents feel successful in their parenting role there will be less
strain on their marital relationship. Rossi (1974) and Hobbes et al
.
(1976) both indicate that the transition to parenthood is stressful
and can affect the marital relationship.
Parent-child relationships . In the area of parent-child relationships,
in the past decade there has been a growing recognition among researchers
that the parent-child relationship is reciprocal, and not uni-directional
(Kessen, 1979). At the same time, researchers are also becoming aware
of the influence that the marital relationship and relationships with
other siblings and the extended family have on the parenting role.
Bronfenbrenner (1979) and Terkelson (1980) note the importance of a
third person who is supportive and encouraging in the parent-child
relationship. Bronfenbrenner cites studies which indicate the necessity
of a third person in order for a dyad to maintain a positive level of
interaction. Hetherington (1979) in a study of children of divorced
parents notes that a father's support of a mother in her maternal role
"may play a more direct and active role in shaping the child's behavior"
than we assumed in the past.
In a longitudinal study designed to measure a parent's well-
being during mid-pregnancy, when the baby was five to six weeks old,
and when the baby was between six and eight months old. Miller and
Sollie (1980) report that the transition to parenthood involves "a
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slight to modest decline in personal well-being and some increase in
personal stress over the first year or so of parenting." The results
of their study also indicated that new mothers were more likely to
feel a sense of loss of personal well-being and increase in personal
stress than new fathers. They were also more likely to view their
marriage as changing negatively than their husbands.
With respect to the roles of mothers and fathers. Lamb (1976)
notes that the father's role is affected by his relationship with the
mother, and the mother's role and interactions with the child are in
turn affected by her relationship with the father. In a review of
recent studies concerning the father-child relationship, Lamb includes
a section entitled, "The Father and the Family System." He concludes
that:
The focus for our future investigation must be the
family system, and our unit of analysis must be the
interactional round. Further, we cannot make
profound advancements in our understanding of
social development by searching crudely for 'father
effects' using currently popular research techniques.
We need to understand the patterns of interaction
within the family, and then, within the framework
of the family structure, understand the nature of
the relationship within the father-child subsystem
(p. 32).
It would seem that the research on father-child relationships has
pointed out in a dramatic fashion the reciprocal nature of the parent-
child relationship. It is becoming more and more apparent that a
father-child or mother-child focus in research studies limits the
kind of information that can be collected to explain those relationships.
In the past it was assumed that the father had virtually no
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influence on the child's development (Kessen, 1980; Lamb, 1976). In
fact, much research that is described as parent-child related is
actually mother-child related and the terms "mother" and "parent" have
been used interchangeably. It is ironic that the study of fathers has
led to the realization that relationships in families are much more
intricate than we have assumed in the past. Several researchers
indicate that the assumption that men do not value the fathering role
and that they prefer a peripheral role in terms of their child's
development has been incorrect (Cordell, Parke and Sawin, 1980; Fein,
1976). In a study reported by Parke and Sawin (1976) they found that
fathers interact with infants as much as the mothers and that mothers
were more likely to smile and touch their children when the fathers
were around than when they were alone. Clark-Stewart and Alison (1978)
report that in their study of fathers' impact on mothers and young
children, the children in the study tended to prefer fathers' play
behavior. Fathers' presence tended to decrease the amount of mothers'
play, verbalizations and initiations of play with the child. This
study does not support the view that the father's role is more instru-
mental. A study by Bigner (1977) indicates that the father's role
is instrumental as an "agent of socialization" (p. 105).
An interesting body of research concerns itself with fathers'
and mothers' perceptions of their roles and childrearing. An area of
popular interest and controversy during the past twenty years is that
of sharing traditional male/female roles in the family. Sharon Araji
(1977, p. 309) interviewed 1,154 married men and women on role
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attitude-behavior congruence for seven family roles. The results
indicate that although both women and men express egalitarian attitudes,
this is not generally reflected in role behavior. Women, in fact, tend
to enact the majority of roles except that of family provider. The
results of a longitudinal study of 83 parental dyads (Block, Block
and Morrison, 1981) indicate that parental agreement on childrearing
influences the structure, predictability, and stability of the family
environment with respect to children's ego development. Chilman (1980)
interviewed 30 parental couples in a Milwaukee suburb regarding their
satisfaction with parenthood and concluded that it was:
. . . noteworthy that so few parents discussed their
children's problems with each other and that fathers
tended to favor doing nothing about such problems,
hoping difficulties would simply disappear, although
they recognized that this was unlikely (p. 345).
In a decade review of the literature on parent-child relationships,
Walters and Walters (1980) summarized some of the major ideas that have
resulted from the research conducted between 1970 and 1979. Four out
of the twelve major ideas that they present are related to a systems
approach to parent-child relationships. They are noteworthy, and are
listed below.
1. A clear conception of the reciprocal effects of
relationships has emerged. There has been a move
away from a uni -directional model (from parent
to child) toward a reciprocal model of causality.
2. Patterns of parent-child relationships are influenced
by the parenting models which mothers and fathers
provide each other. Parents respond differently
when alone with their children than when a spouse
is present.
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3. Literature of past decades has supported the
conclusion that parent-child relationships are a
function of parental guidance. However, in the
literature of the 1970s a more complex model has
been suggested. In reality, relationships are a
function of a variety of influences including an
array of physiological as well as societal factors.
4. To understand the concurrent contributions of
parents to each other and to children in the
parent-child relationship, studies should focus
upon the mother- father-chi Id relationship and on
the mother-father-sibling-child relationship,
rather than on the father-child or mother-child
relationship (pp. 818-819).
While they do not mention a systems approach, it is clear that what
they are suggesting is research which takes into account a whole range
of variables with regard to family interactions. Indeed, there seems
to be a wealth of information that is in agreement with regard to the
complexity of family relationships and supports the premise that
families are systems. It is this writer's assumption that this
information would be useful to parents as a means of enhancing their
ability to provide a healthy family environment for their children.
Parent education . Parent education has been available for about a
century in the United States. It began as a grassroots movement by
mothers who got together to discuss childrearing. Since then, it has
taken many forms, with a growing number of psychologists, psychiatrists,
doctors and educators writing about and organizing programs for
parents (MacCormack, 1979, pp. 50-59).
Research in parent education has for the most part involved
determining its effects on the children of parents who attend various
programs and on changing attitudes of parents. Parent education as
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it has occurred in the past should be more accurately called mother
education, however, as most programs consist of mothers only. Recently,
there have been several studies which included fathers as well as
mothers (Croake and Glover, 1977).
Harmer and Alexander (1978) correlated the reading and child-
rearing attitudes of 107 couples whose children were being seen at a
learning disabilities center. They found that there was a significant
correlation between mother's attitude score and both achievement and
intelligence scores. This finding was interpreted to indicate that
maternal attitudes are stronger and have more influence than paternal
attitudes on the achievement of these children. Firestone et al
.
(1980) conducted two training groups, one for mothers only, one for
both parents, and a third group which received no training. However,
the results consisted of teachers' reports of the children's behavior,
and not on family or parental issues. In a study of parents enrolled
in a STEP program, Levinger (1982) found that of those individuals
who attended with their spouses, 75% reported improved relationships
with their preschool children, a higher percentage than those who
attended singly.
A recent study by Scovern et al . (1980) investigated the impact
of a parent counseling program as compared with a lecture-didactic
instruction format in the family system. Each of the families had a
child between 8 and 12 years with adjustment difficulties such as poor
peer relationships, low self-esteem, etc. Eleven families received
the parent counseling program consisting of behavioral child
management
62
and communication-training components. Parents in both groups reported
increased feelings of self-esteem. There was no improvement of behavior
reported by the children's teachers, indicating that any behavioral
changes that occurred did not transfer to the school setting.
The findings suggest— at least for the relatively
educated, motivated, middle-class parents repre-
sented in the sample—active counseling techniques
(e.g., modeling, role playing) combined with
didactic instruction and homework are not superior
to the simple presentation of information and
didactic instruction alone (p. 273).
They note that their findings contrast with those of earlier studies.
Another interesting finding of the study is that all parents
reported increased marital adjustment even though the program was
focused on the parent-child relationship alone. They conclude: "In
the absence of additional data, it seems that the communication skills
that were introduced in both treatment formats generalized to the
marital interaction" (p. 274). When this finding is viewed through
the family systems perspective, it appears to be a confirmation of the
concept that an intervention in one part of the system can produce
change in other parts of the system.
There are two important studies which were designed to measure
the effect of parent discussion groups on childrearing attitudes.
Hereford (1963) conducted a large study in Austin, Texas. Data was
collected for 903 parents on pre-test and post-test measures. The
Parent Attitude Survey (PAS) (developed for this project) was used
to measure attitude change on five scales: (a) confidence in the
parental role, (b) causation of the child's behavior, (c) acceptance
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of the child's behavior and feelings, (d) mutual understanding, and
(e) mutual trust (p. 43). There were four groups of parents: (a) the
experimental group (parents who attended at least one meeting of a
discussion group series), (b) a lecture-control group (parents who
attended at least one lecture in a series given by a professional),
(c) a non-attendant-control group, and (d) a random-control group.
The results indicate that the changes in the PAS were significantly
greater for the experimental group than any of the other three groups.
Shapiro conducted an earlier study (1956) and his findings
indicated that a statistically significant change in attitude toward
childrearing between the pre-test and post-test occurred for those
who attended the discussion groups, while none occurred for the
matched control group.
There is substantial evidence in the parent education literature
to indicate that changes in parent attitudes do occur as a result of
attending parent education programs. Areas for further research
involve determining the effects of parent education on the behavior
of children and parents, their interaction, and the effects on the
family as a system, as well as determining content areas which will
enhance the parent-child relationship.
CHAPTER III
METHODOLOGY
Purpose
This was a descriptive study designed to compare the difference
in effect of two curricula of parent education as indicated by changes
in parental attitudes. One curriculum was based on eight weeks of
child development information (the development group). The other
contained four weeks of child development information and four weeks
of information on the structural family model (the systems group).
There was also a control group of parents who attended neither program
but who were administered the same questionnaire as the parents who
attended either of the parent education experimental programs.
Since this was a descriptive study, there were no formal
hypotheses. However, several dependent variables were examined to
determine changes in attitude in the area of childrearing. They are:
(a) use of punishment versus reason, (b) promotion of dependence/
independence, (c) rules and regulations, (d) spouse involvement, (e)
high use of rewards, (f) preference for younger children, and (g)
couple agreement on the above. The participating parents' perceptions
toward the following variables were examined: (a) greater satisfaction
with their child, (b) perceived ability for teamwork as a parental
couple, (c) perceived clarity of parental goals.
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Design
The design for this descriptive study is quasi -experimental since
the participants were not randomly selected. The participants were
volunteers who were assigned to either the development or systems
group on the basis of the evening of the week they selected to attend.
The design was based on two experimental groups and a control group.
Each group was examined at the same time, before and after the
experimental treatments. This was a self-selected experimental group
design, diagrammed as follows (Huck, Cormier and Bounds, 1974, p. 302):
0 x
x
0
0 x
2 0
0 0
The dependent variables for this study are changes in
participating parents' attitudes toward childrearing. Specifically,
the variables which were examined are:
1. Use of punishment versus reason
2. Promotion of dependence/independence
3. Rules and regulations
4. Spouse involvement
5. High use of rewards
6. Preference for younger children
7. Couple agreement on the above six variables
8. Perceived clarity of parental goals
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9. Perceived ability to work as a parental team
10. Greater satisfaction with their child
The independent variables consisted of the following:
1. Participating parents were from two-parent families
2. Both parents were required to attend the program
3. Family must be in early childrearing stage of development
4. The two experimental treatment curricula
5. Both experimental groups were taught during the same time
period
6. The instrument was selected and designed to measure changes in
attitudes and perceptions and not knowledge of the curriculum
The rationale for the above variables is presented elsewhere in this
study. It should also be noted that the curriculum for the first
four sessions of each experimental group was different. The curriculum
for the development group consisted of information on areas of interest
concerning young children, and did not center on child development
information. This was done in an attempt to equalize the amount of
information each experimental group received on child development.
The internal validity of the study is threatened by the fact that
the participants were volunteers, and no attempt was made to control
for history (i.e., exposure to the same events), maturation (i.e.,
"that they have the same maturational processes" (Huck et al., 1974,
p. 304)), or representativeness (random sampling). However, to have
some knowl edge of factors which may affect the measurement scores, the
parents were asked the following descriptive information: (a) socio-
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economic status, (b) level of education, (c) race, (d) number of
children and their ages, (e) number of years married, and (f) type of
employment. Parents were asked to give information regarding extra-
familial sources of support and stress. The questions asked about
extended family, friends, and neighborhood as sources of support or
stress may be found in Appendix E. The questions are based on the
ideas of Salvador Minuchin (1974, 1978) and Urie Bronfenbrenner (1979).
From Minuchin's perspective, the extra-familial contact is important
in terms of strengthening the family's relationships and maintaining
the openness of the family system. From Bronfenbrenner ' s perspective,
research in human development needs to acquire an ecological approach
which includes not only the research setting, but also the environments
of the participating subjects which have a bearing on the results of
the research.
The parents were told that their confidentiality would be ensured,
and no identifying information would be reported. The procedure for
ensuring confidentiality is described in the section on data collection.
Description of the Sample
The sample for this dissertation study consisted of eleven
parental couples from intact families from a rural, university area
in the Northeast. The sample was recruited through extensive
advertising directed towards nursery schools, day care centers, a
newspaper ad and fliers.
Families of preschool -age children were chosen for this study
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because the writer recognized that these are formative years in the
development of children and families (Aldous, 1978; Duvall, 1971;
Haley, 1973). Therefore, programs designed for this population could
have beneficial influence in assisting to establish a sound foundation
for the healthy growth and development of their children and families.
It was expected that each experimental group and the control
group would contain four to six parental couples and that assignment
to the various groups would be on the basis of the evening of the week
they preferred. Parents who indicated an evening of the week that was
not chosen by a sufficient number of parents were asked to participate
in the control group.
Procedure
The experimental treatment took eight weeks. There were three
groups of parental couples participating in the study; two experimental
groups and a control group. Each group was administered a pre-test
during the first week of the study and a post-test during the eighth
week of the study (the variables are listed in the section on design).
Parents participating in the development group received informa-
tion on the following topics (see Appendix A for the complete outline)
in the order listed:
Week 1: Parents as Teachers
Week 2: Play and Toys
Week 3: Children and Television
Week 4: Communicating with Young Children
Week 5: An Overview of Child Growth and Development
Week 6: Children's Thinking Processes
Week 7: Discipline
Week 8: Developing Emotions
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For either experimental group, each session included a combination of
lecture, small and large group discussion, and exercises and/or audio-
visual aids. Homework assignments were given at the end of each
session, either in preparation for the next week's topic or to give
the parents practice in using new information.
Parents participating in the systems group received information
on the following topics (see Appendix B for the complete outline) in
the order listed:
Week 1: The Family's Development
Week 2: The Family System
Week 3: Too Much of a Good Thing
Week 4: How Is the Family Doing?
Week 5: An Overview of Child Growth and Development
Week 6: Children's Thinking Processes
Week 7: Discipline
Week 8: Developing Emotions
The topics for the first four weeks of the development group were
selected because of their relevance to early childhood development
without having a direct emphasis on the processes of growth and
development. This was done in an attempt to equalize the amount of
time both experimental groups spent on the processes of growth and
development. The curricula for both groups were developed by the
researcher.
The parents participating in the control group did not attend any
of the classes. A limitation of the study is that no attempt was made
to control for the attendance of participating parents at other
programs for parents during or prior to the study.
Parents participating in the study were asked to sign an
informed consent form, one for the two experimental groups and one
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for the control group (see Appendix D).
Both parents were required to attend the program. This
requirement rests on the belief that in two-parent families, the
parental subsystem needs to work as a team in their childrearing
roles. This is in accord with family systems theory in general.
As noted in the review of the literature, in recent years several
researchers have reported on the important role that the father
plays in the child's development (Biller and Meredith, 1972; Lamb,
1974). These researchers indicate that the father's role in
childrearing is different from the mother's. In a study designed to
furnish information about relationships between parental attitudes
and child behavior, Peterson et al
.
(1978) discovered that the atti-
tudes of fathers were at least as "intimately related as the attitudes
of mothers to the occurence and form of maladjusted tendencies among
children." Bronfenbrenner (1979) and Aldous (1978) cite studies
which indicate that a strong marital bond is associated with fewer
manifestations of parental crises. Therefore, following a review of
the literature on parent-child interaction, the family development
concept, and particularly family systems theory, this researcher
feels that it is very important for both parents of intact families
to attend parent education programs.
Parents received initial information (see Appendix C) from this
researcher describing the parent education program in a general way,
indicating that both parents were required to attend. Couples were
also informed that they would be reimbursed for babysitting expenses
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at the end of the program for each session they attended.
Instruments
The Childrearing Practices Questionnaire (CRPQ) developed by
Dielman and Barton (reported in Johnson, 1976, pp. 748-749) was used
to measure changes in childrearing attitudes. The CRPQ was designed
to assess the first six dependent variables of this study. Reliability
and validity were determined by Dielman and others in 1971 and cross-
validated in 1973 (reported in Johnson, 1976, p. 749). The CRPQ is -
currently undergoing standardization by the Institute for Personality
and Ability Testing, Inc., (IPAT) in Champaign, Illinois. This
research project will become a part of the standardization process
with the pre- and post-test scores being sent to IPAT. In return for
participating in the study, IPAT supplied all test booklets and
answer sheets gratis.
The CRPQ consists of 143 items and takes about 45 minutes to
complete. After examining a number of parent attitude questionnaires,
such as the Parent Attitude Research Instrument (PARI) (Schaefer and
Bell, 1958), the Parent Attitude Survey (PAS) (Hereford, 1963), and
the Parent as a Teacher (PAAT) (Strom, 1976, 1978), the CRPQ was
selected because of its comprehensiveness (it asks questions about
children ranging in age from infancy to late elementary) and its close
match to the variables of this study. IPAT is accepting the information
collected in this study even though some of the children are under four.
The CRPQ measures attitudes toward childrearing that deal with a
72
parents' expectations concerning the behavior of preschool children
and the amount of spouse involvement in childrearing. It was not the
intent of this study to test the parents on curricula, but rather on
whether their attitudes toward childrearing undergo change as a result
of the experimental treatments.
An Ideal versus Real Child Adjective Checklist was used to
measure the dependent variable—satisfaction with their child. The
checklist was used in a doctoral study (Levinger, 1980) designed to
determine whether the effects of a parent training program differ among
individuals who attend as a couple, one parent only of a two parent
family, and single parents. It was developed by Levinger to determine
whether parents attending her program indicated more congruence between
the descriptions of their children and the descriptions of their ideal
child.
A Parental Goals Scale was developed by this researcher to
measure the parents' perceived clarity of their parental goals. A
Teamwork Scale was created to measure the parents' perceived ability
to work as a team. Both scales have face validity, determined by
asking parents to review the scales (see Appendix E).
The instruments are included in Appendix E of this dissertation.
Data Collection
Before the first meeting of each experimental group, the parents
were assigned a code number that identified each person for the pre-
and post-test scores. The researcher explained the confidentiality
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of the test results to each participant, and they were given a consent
form to sign at that time. Following this, the researcher administered
the pre-test. It was explained that they would be asked to fill in
the same questionnaire at the last meeting, and the post-test was
administered by the researcher at that time. Testing conditions were
the same for the two experimental groups. The researcher attempted
to arrange a group meeting for the control group and to follow the
same procedures as above for the pre- and post-tests. The control
group could not arrange a time mutually convenient for each couple,
however, and the test was administered by mail both times.
The next chapter is a detailed analysis of the data, including
the method of analysis.
CHAPTER IV
ANALYSIS OF DATA
This chapter is a report of the results of this study. It
consists of a description of the demographic characterisitics of the
participants; a summary of the sessions of the systems and development
groups; and the results of the pre-test and the post-test, comprising a
description of the three sections of the questionnaire, i.e., 1) the
Childrearing Practices Questionnaire (CRPQ), 2) Ideal versus Real Child
Adjective Checklist, and 3) the Parental Goals and Teamwork Scales.
The chapter concludes with a discussion section.
Recruitment
The recruitment for this project was quite extensive. The study
was designed for parents in the early childrearing stage. Every
nursery school in one town (ten nursery schools and daycare centers)
was personally contacted by the researcher and the directors of each
school agreed to give each parent a handout (Appendix C). The researcher
also personally spoke with a number of parents at a local gymnastics
school which offers classes to preschool children. The researcher
was present at the gymnastic classes two weeks in a row, stood in the
lobby, and spoke to parents as they entered. In addition, notices
were placed in the offices of several pediatricians in the area, an
ad was placed in the newspaper with the largest circulation in the
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area, and about fifteen parents who had been involved in the local
Lamaze group three to four years earlier were also contacted. This
recruitment took place in the spring of 1981. The response was very
low (ten to twelve couples, only half of whom were definite in their
commi tment)
.
At that time it was decided to postpone the study until the fall
of 1981. In August and September of 1981, the researcher again
contacted several nursery schools in a nearby town. Only one responded
positively. From this second attempt, eight couples signed up for the
program. The couples who had replied positively in the spring were
contacted, and seven said that they were still interested. This
meant there were fifteen couples to be divided among the three groups,
and the program was scheduled to begin in October. Of this initial
fifteen couples, three decided not to attend before the first week of
the program. Two couples did not attend because the husbands changed
their minds, and one couple did not offer a reason. It was decided
by the researcher and her dissertation comnittee to go forward with
the study, as it was conceived as a descriptive study and not a
definitive experimental dissertation.
Of the twelve remaining couples, six had signed up for Thursday
evenings, three for Tuesday evenings (the three who did not attend had
signed up for Tuesday), and three agreed to be the control group.
Therefore, the three groups were quite small. The largest group (six
couples) was designated to receive the systems curriculum. The
analysis of the data includes a report on all three groups; however,
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only the systems group was amenable to statistical tests. The other
groups were simply too small to perform within or between group analyses.
The development group, therefore, consisted of three couples to
begin with. However, the third couple attended only the second and
fourth sessions, after which they said they could no longer attend
because of their schedules. The researcher had a chance meeting with
the wife from this couple three months later, and she informed her that
she and her husband had separated, and he was now living out of state.
This withdrawal brought this group down to two couples. Therefore,
for purposes of generalization, it can no longer be considered a group
from which any inferences can be made.
The problem of recruiting individuals for parent education
programs is widespread, and it seems to be even more difficult when
one attempts to recruit couples only. For example, Frazier and Matthes
(1975) contacted 1,500 families, receiving 74 potential subjects, and
the final study concluded with 35 participants. The researcher esti-
mates that she contacted 300 families through handouts and many more
with the newspaper ad (with only three responses from the newspaper
ad)
.
Attendance
Table 3 indicates the attendance for both experimental groups.
The most sessions that anyone missed (excluding the couple that
withdrew) were two sessions. The fathers in the systems group missed
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TABLE 3
ATTENDANCE
Couple 1 father X X X X X X X X
mother X X X X X X X X
Couple 2 father X X X X X X X
mother X X X X X X X
Couple 3 father X X
mother X X
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a total of eight sessions, while the mothers missed a total of five.
Two mothers in this group had perfect attendance.
Overall, their attendance was consistent and the participants
were conscientious about informing the researcher about their absences
prior to each meeting. Everyone who missed a session notified the
researcher a week in advance if they had prior commitments, or called
the researcher at home the night of the missed session in instances
of illness. One couple in the development group had perfect attendance.
This couple attended the fourth week after they drove six hours from
visiting his family, brought their child home, picked up their baby-
sitter, and stopped to get a sandwich before arriving. The researcher
felt this was an extraordinary effort on their part, indicating their
high level of motivation to participate in the program.
Demographic Characteristics
The couples participating in the study were all white, middle
income, and living in a rural university area in the Northeast. The
average age of participants was 32, with a range of 25-37 for men and
25-40 for women. The average number of years married was 7.3 years.
Of the 22 participants, 21 were college graduates and one, a high
school graduate. The average number of children per couple was 1.5,
and two couples were expecting their second child. Six women (four
in the systems group) referred to themselves as full-time homemakers.
External Sources of Support
The first portion of the questionnaire consisted of items which
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attempted to determine the parents' access to and use of extra-familial
support. Minuchin (1974) asserts that a diagnosis of a family's well-
being should include an assessment of the family's access to and
utilization of support outside of the nuclear family. This part of
the questionnaire attempted to make such an assessment. The information
could then be used to determine whether the families were open to
outside support or not. If there were differences in responses such
that some families did not have access to or seek extra-familial
assistance, the results of the pre- and post-tests could be compared
against groups of families characterized as being more or less open
to external support. Such a comparison would provide useful information
concerning the importance of this characteristic in the successful
utilization of parent education programs by parents who are members
of relatively open or closed systems.
At the first session, each person was asked to answer ten
questions regarding their neighborhood and their extended family.
Table 4 tallies the responses given by groups. The responses were
similar for each group, and in general, the women's responses indicate
that they utilize extended family, neighborhood, and friendships as
sources of support more extensively than men.
A review of the responses by sex reveals that these couples
reflect the findings of recent research and speculation on men's
abilities to form intimate friendships and to self-di sclose (Balswick,
1979; Tognoli, 1980). For example, eight of the eleven men
in the
study did not respond to question 9 regarding confiding
in their
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TABLE 4
SOURCES OF EXTERNAL SUPPORT
Systems Group
(n=12)
Development Group
(n=4)
Control Group
(n=6)
Do you like your
neighbors?
Yes: 5 $, 6 <f
No: 1 ?
Yes: 1 ?, 1 a
No : 1 ? , 1 rf
Yes: 6
No: 0
Are there children
in your neighbor-
hood?
Yes: 12
No: 0
Yes: 4
No: 0
Yes: 6
No: 0
Do your children
play with them?
Yes: 12
No: 0
Yes: 4
No: 0
Yes: 1?, W
No: 2 ?, 2
Is there a friend
or friends in your
;
neighborhood that
you feel close to?
Yes : 6 ?
,
4 *
No: 2 d-
Yes: 4
No: 0
Yes: 1 s, U
No: 2 ? , 2 d
1
If yes, do you
share ideas and
problems with them:
—about your
children?
--about your
family?
Yes: 6 ? , 3 <f
No: 3
Yes: 6 ? , 2 a
No: 4 a
Yes: 1 9 , 2 <f
No: 1 ?
Yes: 2 a
No : 2 ?
Yes: 1 ? , 1 cf
No: 0
Yes: 1 ? , 1 cr
No: 0
How often do you
see your family?
Weekly: 1 <f
Monthly:
3 ? , 4 *
Yearly:
1 ?, 1 d*
As little as
possible: 1 ?
Other:
3x/year: 1 ?
Yearly: 1 <f
Holidays only:
1 ? , 1 d
Other:
Every two
weeks: 1 ?
Monthly: 1 a
Yearly: 1 %
Other:
6x/year: 1 ?
4x/year: 1 *
Summers: 1 <*
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TABLE 4 (Continued)
Systems Group
(n=12)
Development Group
(n=4)
Control Group
(n=6)
If you could. Yes: 4 ?
,
4 <f Yes 4 Yes: 6
would you like to
see your parents
more often?
No: 2 ?, 2 d No: 0 No: 0
Do you confide Mother: 2 $ Mother: Mother: 2 ?
in your mother, Mother & 1 ?, 1 * Mother-in-law:
father, both. father: 3 ? In-Laws: 2 <r 1 s
mother-in-law, No response: Parents: 1 «r Parents: 1 <t
father-in-law, 1 ?, 6 <f No response: No response:
both? 1 ? 1 ?, 2 a-
Is there another Yes: 6 ?, 2 c
r
Yes: 1 ?, 2 rf Yes: 2 ?, W
relative you
feel close to and
who supports you?
No: 4 d* No response:
1 ?
No: 1 ?, 2 <f
How does your Financial
:
Financial
:
Financial
:
family support 1 ?, 2 <f •1 ? 1 ?, 3 rf
you as a parent? Advice: Advice: Advice:
4 ?, 2 <s 1 ?, 2 rf 2 rf
Babysitting: Babysitting: Babysitting:
2 ?, 2 1 ? 1 ?, 1 d-
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parents or in-laws, compared to only two women who did not respond.
None of the men in the systems group responded to question 8 (confiding
in parents or in-laws) and only two men said there was a relative they
felt close to (question 9). Of these two men, one said he was close
to his sister, and the other to his sister and mother-in-law. Both
men in the development group responded positively to questions 8 and 9.
For question 9, one male mentioned his brother and the other his
sisters. In the control group, only one male responded positively to
questions 8 and 9. Question 4 asks about close friend(s) in the
neighborhood and four men in the systems group, two in the development
group, and one in the control group responded positively.
There are several research questions arising from this portion
of the questionaire. For example:
1. Is there a relationship between a family's extra-familial inter-
actions and participation in parent education programs?
2. Of the men who participate in parent education programs, how do
they compare with the men who do not in the ability to confide in
and seek support from others?
3. Are men who attend parent education programs there because they
expect to benefit from them or because their wives think it a
good idea?
Answers to these questions may assist educators to develop programs
which meet the needs of fathers as well as mothers. They may also
provide insight into the functioning of the parental subsystem.
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Summary Description of the
Experimental Sessions
This section provides the reader with further information on the
curricula by: 1) giving the rationale for each topic, and 2) giving
a brief description of the highlights of each session.
Descri ption of Systems Group Sessions . T hi s group met on Thursday
evenings for eight weeks from 7:30 to 9:30 p.m., and consisted of six
couples. Four couples had children who attended the same nursery
school, but the children did not all attend the same sessions and the
parents did not know the other parents in all cases. This group's
curriculum consisted of four weeks of the family systems perspective
and four weeks on child development. The following sections include
highlights of each session rather than a detailed description.
Session 1: The Family's Development . Five of six couples
attended this session. One couple was absent because of illness. The
objectives for this session were: 1) to establish a sense of group
rapport, 2) to explain the reimbursement procedure for babysitting
expenses, 3) to administer the pre-test, 4) to state the goals of the
program, and 5) to learn about the stages of family development.
The topic of the family's development was presented first
because of its relationship to the structural family model (Minuchin,
1974). The researcher felt it was important for the parents to
understand the organismic nature of the family and its relationship
to the family's systemic functioning. That is, the family is not a
static system comparable to a thermostat. Instead, it is dynamic and
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has characteristics of living organisms which go through various
predictable stages of development. It has some of the qualities of
non-organic systems, but since it is composed of humans, it functions
on a higher level.
The instructor made some introductory remarks and presented
information on her experience working with parents, and shared anecdotes
on her family of origin. Each parent was then asked to introduce him/
herself and complete the following two statements: 1) The best thing
about being a parent is
; and 2) The most difficult thing about
being a parent is
. Responses to the first statement included
watching my child change daily," "having someone to love and who loves
you in return," "being able to play or do childish things again."
Responses to the second statement included: "nothing;" "it's a 24 hour
a day job," "restrictions on activity," "not knowing whether doing the
right thing."
The parents were then asked to complete the consent forms and
the questionnaire, and were offered coffee for a short break period.
The two curriculum goals for the eight sessions were described
as 1) to provide an opportunity for the parents to share experiences,
and 2) to learn about child and family development. The reciprocal
nature of the child's and family's development was explained. The
parents were given a handout (see Table 2) describing the various
stages of family development. The instructor emphasized the importance
of transition periods, and that families change and develop in unique
and similar ways.
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There was little discussion at this session because the
introduction and pre-test took up most of the time. The parents noted
that the transition from a couple to parents was a difficult one, but
no one offered lengthy comments.
Session 2: The Family System : Five couples attended, including
the couple who missed the first week. The absent couple had informed
the instructor the previous week that they would not be able to attend.
The objectives of this session were: 1) to learn about the family as
a system, and 2) to understand the structure of the family (according
to the structural family model).
This topic introduced the parents to the idea of families as
systems and was based on Minuchin's description (1974, 1978) of the
structural family model. The material presented focused on the process
of two individuals forming a new family with different past family
experiences. Characteristics of a family were discussed regarding
hierarchy, rules, circularity of interactions, and the distinctness
of the various subsystems in a family.
Studies were cited which demonstrated the reciprocal nature of
husband-wife-child interactions (Kessen, 1979) and a case example of
parents in conflict detouring the conflict through their child.
In groups of three to four, the participants discussed their
childhood experience of being parented, using a floor plan of their
childhood home to stimulate memories. The parents were quite animated
during this exercise and several shared some of their experiences with
the larger group. They were able to relate those early experiences
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to the discussion of family systems but were less able or willing to
discuss the past in terms of its influence on the present and their
current families.
Parents were also asked to think of childhood experiences in
their families that were helpful or barriers to their development.
As with the floor plan exercise, the participants made connections
with past experience and the structural model, but were unable or
unwilling to infer how the past was or might influence the present
in terms of their own families.
Session 3: Too Much of a Good Thing . Five couples and the wife
of the sixth couple attended. The objectives of this session were:
1) to understand the extremes of belonging and autonomy in family
functioning, 2) to learn about boundaries in family interactions,
3) to learn about cross-generational alliances and detouring conflict,
and 4) to have practice in assessing a family's structure and function-
ing.
The topic was selected because of the importance Minuchin (1974,
1978) attributes to families providing both a sense of belonging and
autonomy to its individual members. The researcher felt the parents
needed to understand the extremes of each to determine the transactional
patterns which typified their own family and how each extreme might
effect a child's development.
Thus, the major foci here were: 1) belonging and its extreme,
enmeshment; and 2) autonomy and its extreme, disengagement. The
following diagram was used to illustrate enmeshment and disengagement
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in couple and family relationships.
a. Tangential relationship;
"do your own thing," or
more like roommates
b. One person completely
submissive to or submerged
in the personality and
needs of the other
c. Marriage or other close
relationship with the
individual as the larger
portion
d. Marriage or other close
relationship with the
relationship as the
larger portion
Drawing (a) represents a disengaged couple or family where ther
is little personal or intimate contact. Drawing (b) represents an
enmeshed couple or family where the individual (s) are submerged in
each other and there is little or no individuality. Drawings (c) and
(d) represent relationships toward the middle of the disengagement/
enmeshment continuum, and indicate that families or marriages are
more or less focused on the relationship(s) . Thus, (c) and (d)
illustrate that the area in the middle contracts and expands in
families, depending on the stage of development and/or transition
88
periods.*
Particular attention was given to characteristics of enmeshment
and disengagement and how families may vary from stage to stage. In
couples, the participants discussed how their own families provided
for belonging and autonomy.
Another task was to complete the guidelines for assessing
families. Even though they were not assessing their own family, there
was a good deal of resistance to this task. While it may be that the
task was unclear, it also seems possible that the system perspective
was too radical a change for the participants to translate into a
concrete experience, i .e.
,
completing the assessment. The description
of session 4 below may add to an understanding of the resistance to
this task.
Session 4: How is the Family Doing ? Five couples attended and
the wife of the sixth couple (not the same couple as the previous
session). The objectives for this session were: 1) to understand the
four sources of stress on the family system, 2) to identify sources
of support and stress, 3) to assess their own family systems.
The intent of this session was to provide the parents with an
experience in assessing their current family using the assessment tool
found on page 162. The assessment tool was developed by a colleague
of the researcher, Janine Roberts, at the University of Massachusetts,
but was modified for this study. It was used with the parents to assist
*Diagram taken from a lecture on "The Integrated Self," by Dr.
Hossein Danesh, Assistant Professor of Psychiatry, University of
Ottawa. Given at Green Acre Baha'i School, Eliot, Maine, September 1981.
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them in visualizing the various system properties of families and to
aid in assessing their own families.
The session began with a description of the four major sources
of family support and stress (Minuchin, 1974) and was followed by a
discussion of their homework assignment which was to complete the
family inventory found on page 164. The purpose of the inventory
task was to stimulate understanding how the individuals perceived
their families' functioning and compare it with their spouses'
perceptions during the session.
The reaction to the family inventory was unanimous for those
three or four participants who commented. They felt that all their
decisions were made jointly or according to the situation. That is,
if only one parent was with the child, then that parent made the
decision. When asked if they ever disagreed with the parent's
decision, they said yes, but they were then able to discuss it or
accept the other's decision. This situation was then discussed in
terms of family rules and how the rules translated into actions.
When the time came to complete the family assessment for their
own family in couples, one participant stated that she really would
rather discuss child development and hoped we would do so soon.
Another couple agreed with her, and we discussed for several minutes
the goals of this program and the importance of the family to the
child's development.
The researcher now thinks that the resistance to this task
could have resulted from the parents' expectation of the program.
90
That is, the only information they had prior to the first meeting was
obtained from the handout (Appendix C). Thus, they did not have the
expectation that the program would spend as much time discussing the
family. Since their expectations were not realized, they may have
been quite disappointed by the fourth week and resistant to any
further discussion of the family. In recruiting couples for a study,
one may not be able to give a detailed description of the content to
eliminate an added self-selecting bias. In retrospect, however, it
may have been more agreeable to the parents to begin the program with
the four weeks of the child development curriculum and then move into
the family systems curriculum. This would serve two purposes: 1) it
would meet the participants' immediate expectations, and 2) it would
allow the instructor to develop a rapport with the group before
launching into the topic of families, which can be a more sensitive
topic of discussion.
By the end of the eight weeks, however, several people made
comments which indicated a new awareness of the connection between
family and child development.
Description of the last four sessions: Systems and development groups.
The last four sessions for both experimental groups were identical in
content. The next sections follow the same format as above.
Session 5: Overview of child growth and development . In the
systems group, five couples attended. The objectives for this session
were: 1) to learn about various theories concerning the nature of
children and how they develop, and 2) to learn about stages of
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development.
The content was selected to provide the parents with basic
information about three major theories of growth and development, i.e.,
the theories of Jean Piaget, Sigmund Freud, and B. F. Skinner. It is
widely accepted by specialists in the field of family studies that
parents need to have an understanding of child growth and development
(Braze! ton, 1969; Duvall, 1971; Minuchin, 1974, etc.). The curriculum
was designed to cover three major theorists in order to offer the
parents a selection of theories from which to begin acquiring
information on child growth and development, and to provide them with
an understanding about the theoretical basis of much of the popular
literature on "how to" raise children.
Following the lecture/discussion on the three theories, the
participants formed small groups and discussed a list of behaviors
which are considered typical for young children according to their
stage of development. The task was to discuss which behaviors caused
problems for the parents and which were problems for the children.
They then shared what had been brought up in the small groups with
everyone together.
Session 6: Children's thinking processes . In the systems group,
three couples and three individuals without their spouses attended.
The objectives for this session were: 1) to understand the thinking
capabilities of children at different stages, 2) to understand that
children view the world differently than adults, and 3) to have
practice in setting up activities for their children.
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The content was chosen to give the participants more information
about Piaget's work because of the increasing influence it has on
educational programs. After hearing about and discussing the
different stages of development, the parents watched the film.
Learning about Thinking and Thinking about Learning," which has
Eleanor Duckworth demonstrating Piagetian tasks with children and
explaining the child's perceptions and accomplishments to a group of
teachers. This was followed by a lively discussion. There was no
time to complete the third objective.
Session 7: Discipline . In the systems group, five couples and
one individual attended. The objectives for this session were: 1) to
learn the difference between discipline and punishment, 2) to learn
about styles of parenting as they relate to discipline and child
development, and 3) to discuss goals for disciplining.
The content was selected to provide the parents with information
concerning how different styles of discipline effect children. Disci-
pline is a topic of major concern for parents, and several commercial
programs are directed at teaching parents how to discipline (e.g.,
Parent Effectiveness Training (PET) and Systematic Training for
Effective Parenting (STEP)). The parents discussed the difference
between the meaning of the words punishment and discipline and the
advantages and disadvantages of both. Each person had an opportunity
to talk in a small group about how and for what reasons they were
disciplined as children. This was done to stimulate memories of their
own childhood and then relate them to their parenting now and how and
93
why they might be doing things differently than their own parents.
Other topics which were discussed were: 1) limit setting (i.e.,
rules for behavior in the home), 2) consistency (i.e., is it important
to be consistent?), and 3) sibling rivalry (i.e., what are the causes,
and how can it be handled?).
Session 8: Developing emotions
. In the systems group, five
couples attended. The objectives for this session were: 1) to find
out how children learn emotions, and 2) to complete the post-test.
The content was selected to provide the parents with information
on the importance of a good self-image in young children and how this
contributes to growth and development. The emphasis was on trying to
take a child's perspective by reflecting on what it was like to be a
child and how what people said and did to them affected their self-
image. Topics which were discussed included getting and giving
positive and negative criticism and the effects of both, adults
modeling behavior and feelings for children, are there good and bad
feelings, and what can be done to help children feel good about
themselves.
The development group: Description of the first four sessions. This
group met on Tuesday evenings from 7:30 to 9:30 p.m. for eight weeks.
When this group was originally organized, there were six couples who
wanted to take part in the program. Unfortunately, three couples
called to cancel before the first session, two because the husbands
did not want to attend, and the third offered no reason. None of them
were used as members of the control group.
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Session 1: Parents as teachers
. The objectives for this
session were: 1) to begin to establish a sense of group rapport,
2) to takes care of organizational details, 3) to administer the
pre-test, 4) to state the goals of the program, and 5) to learn about
the parent's role as a teacher.
The content for this session was similar to that of Session 1
of the systems group (see page 83), except that this group discussed
parents as teachers instead of family development. Parenting is more
than taking care of the basic needs of food and shelter. The content
was selected to increase the parents' awareness that they are the
critical first teachers of children. They learned about how parenting
today differs from forty to fifty years ago and that parents are
under more pressure now. They brainstormed and discussed what kinds
of things children learn from parents, as well as what their individual
style preferences were for teaching and interacting with children.
These areas were discussed in an attempt to focus the parents' attention
on how their spontaneous behavior and words teach children some very
important things and that a child learns many important behaviors and
ways of responding and interacting through their parents. We discussed
how this can be a challenge and how it necessitates putting some
thought into what they convey and whether they are satisfied as
parents.
Session 2: Play and toys . The objectives were: 1) to learn
about the role of play and toys in the child's development, and 2) to
discuss observing children at play.
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The content in this session was selected because of the
influential part play has in teaching children about their environment
and how they fit into it. Toys are a major feature of the play of
modern children. Toys have become more sophisticated and expensive
and it is often difficult for parents to decide what to buy for their
children. Topics discussed included the three kinds of play: 1) soli-
tary play, 2) social play, and 3) fantasy play.
Session 3: Children and television
. The objectives for this
session were: 1) to learn about the growth of TV programming for
children, 2) to learn about the impact of TV viewing on children's
behavior, and 3) to identify ways of making TV viewing a positive
experience.
The content was selected to provide information which illustrates
the growth of TV and the pervasive influence it has on the lives of
children. This is a topic of great interest to parents because of
their awareness that TV affects behavior and influences children's
perception of themselves and their environment. Among the topics
discussed was how children respond to TV shows and commercials based
on their developmental stage and ability to distinguish fantasy from
reality.
Session 4: Communicating with young children . The objectives
for this session were: 1) to discover the characteristics of a good
communicator, and 2) to learn about children's ability to take the
other person's point of view.
The content for this session addressed children's ability to
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express themselves and the need for adults to speak with them from
the child s point of view. Many frustrating incidents between parents
and children occur because the parent expects children to comprehend
situations in the same manner as adults. Among the topics discussed
were characteristics of people the parents confided in and applying
these to communicating with young children.
Pre-Test and Post-Test Results
This section consists of the findings resulting from statistical
analysis of the pre-test and post-test for the systems group. Informa-
tion on the development and control groups is also given. There were
no statistical tests performed for these two groups; however, the
pre-test and post-test means and standard deviations are reported for
each section of the questionnaire (see Tables 7, 9, 10, 11, and 12),
and any trends which can be observed by examining the means are
elaborated for each variable.
The instrument used for both the pre-test and post-test consisted
of the Child Rearing Practices Questionnaire (CRPQ), an adjective
checklist, a parental goals scale, and a teamwork scale (see Appendix
E). Each measure of the questionnaire will be addressed in the above
order.
The statistical analysis for the systems group consisted of
paired t-tests for dependent means. The significant values at the .05
level resulting from the t-tests are indicated on each table. The
analysis of variance between groups elicited no significant
values.
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Child Rearing Practices Questionnaire (CRPQ) . The CRPQ consists of
six childrearing dimensions. Each dimension was analyzed by means of
a paired t-test to measure change over time within each group. Table 5
presents the pre-test means and standard deviations for the entire
sample (n=22). Tables 6 and 7 present the pre-test and post-test
means, standard deviations, and change scores for the systems group,
and the development and control groups, respectively. Another variable
which was measured was change over time in couple agreement on the
six CRPQ dimensions. The scores were compared by means of a Pearson
correlation to determine if there was any more agreement in between
couples at the post-test. The interpretations offered by the researcher
are presented with the acknowledgement and understanding that repeated
test-taking and a desire to please the instructor could also affect
the change in scores.
1. Punishment versus Reason. This dimension measures "the
differential merits and effects of punishment or reason in controlling
child behavior" (Barton, 1981, p. 93). The items are scored from 1 to
4 (all 5s are considered blanks and are not included in the scoring).
A parent who receives a high score tends to believe that punishment
works better than reasoning with children. A low score means the
parent believes reasoning works better. The systems group scores
showed no statistically significant change in their belief. The
parents maintained a mid-range score at both times. The control group
means are slightly higher than the other two groups, indicating that
the control group believed punishment worked better than reasoning.
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TABLE 5
CHILD REARING VARIABLES:
MEANS AND STANDARD DEVIATIONS OF THE ENTIRE SAMPLE
AT THE PRE-TEST (n=22)
CRPQ Dimensions X SD
1 . Punishment vs. Reason 1.861 .305
2. Promotion of
Dependence/ Independence
2.514 .217
3. Rules and Regulations 2.311 .240
4. Spouse Involvement 1.840 .268
5. High Use of Rewards 2.664 .396
6. Preference for Younger
Children
2.810 .390
CHILD
REARING
VARIABLES:
PRE-TEST
AND
POST-TEST
MEANS
STANDARD
DEVIATIONS,
AND
CHANGE
SCORES
SYSTEMS
GROUP
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The means for the development and systems group are quite similar and
indicate only a slight change at the post-test. The scores indicate
that the parents in all three groups believe that punishment and
reason both have their place.
2. Promotion of Dependence/Independence. This dimension
measures "the degree to which parents should or should not encourage
the child to 'stand on his/her own feet'" (Barton, 1981, p. 93). A
high score means that a parent encourages the child to be around the
parent, while a low score indicates that the parent encourages more
freedom or autonomy.
There was a statistically significant increase in this score for
the systems group (pc.Ol) which would indicate that the parents
believed children should be encouraged to depend on their parents.
The curriculum for the systems group emphasized the early childrearing
stage of family development as well as the tasks of the parental
subsystem during this stage. One such task is to provide guidance,
control, and nurturance, with more emphasis on nurturance and control
during the preschool years. Therefore, the change in this score may
be a result of the curriculum. The means for the development group
show a slight lowering in score, which indicates they were more
inclined to believe that autonomy should be encouraged over dependence.
This seems to indicate that they may have felt they were exercising
too much control and began giving their child more independence. There
does not appear to be a better or less correct answer for this
dimension in terms of curriculum. That is, both groups discussed
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young children's need to explore and exercise some control over their
environment in order to learn, and a parallel need for guidance and
nurturance to protect their safety. The pre-test development mean is
closer to the post-test systems mean. The change in scores in opposite
directions for the two experimental groups could be an indication of
the parents need to adjust or alter their behavior to conform with
the information imparted in the program as they interpreted and applied
it to their own situation.
3. Rules and Regulations. This dimension measures "the degree
to which parents have a set of rules for child behaviors. A high
score indicates that the parents have a range of rules and regulations
for acceptable child behavior whereas a low score suggests a lack of
such a structure" (Barton, 1981, p. 94.).
There was a statistically significant change in score for this
dimension (p<.032) for the systems group. At the post-test the mean
reflects a stronger belief in the need for rules and regulations. The
curriculum for the systems group stressed the importance of setting
limits during the early childrearing stage as noted for dimension 2
above. It is possible that the parents overreacted to the discussion
on setting limits in session 7, and that they believed having more
rules and regulations was better for the children and themselves. It
is interesting to note that the systems group means for dimensions 2
and 3 indicate a stronger belief in the child's dependence on the
parents and the need for more limits. It is possible that the parents
felt they were being too permissive and adjusted their behavior to
103
accommodate the information. Again, the researcher does not think
that it is possible to evaluate the responses by implying that one
change in direction is better. Without observing the parents with
their children, one does not know whether the direction of the change
indicates that the parents were too permissive and instituted new
rules to compensate or whether they had rules and then felt that they
should have more and became more authoritarian. Although based on
the discussions, it seems more likely that the former would be the
case with both experimental groups.
4. Spouse Involvement. This dimension measures the relative
involvement of the spouse in childrearing. A high score indicates
that the spouse is more involved. A low score indicates that the
respondent is more involved. There was no significant change for the
systems group.
The majority of couples in this group stated that they shared
the childrearing role and did not feel the choices on this questionnaire
reflected their situation.
The systems group had the lowest means of the three groups,
indicating that they felt their spouses were less involved than they.
The women's scores tended to be lower (range 1.44-2.18) than the men's
(1.50-2.10), indicating that the women felt more involved than the men.
Araji (1977, p. 309) reports that women and men tend to express egali-
tarian attitudes, but that this is not generally reflected in their
behavior.
The means for all three groups were slightly lower at the post-
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test. An interpretation of this consistent change might be that the
test items had an influence on the individuals. That is, over the
eight-week period, the respondents evaluated their situation in light
of the questions, and felt that their spouses were not as involved as
they originally thought. All mean scores ranged between 1.7+ and 1.9+
for both test periods. Since they were in the mid-range, one might
assume that they believed they shared the childrearing responsibilities,
with one spouse doing slightly more than the other. However, their
belief that one was doing more than the other increased at the post- test.
5. High Use of Rewards. This dimension measures "the degree
to which parents use rewards to change and reinforce child behaviors"
(Barton, 1981, p. 94). A high score indicates a high use of rewards.
A low score indicates the opposite. There was no significant change
over time for the systems group.
The mean scores for the systems group indicate a decrease in
their belief that rewards are a good way to reinforce a child's
behavior. Without the additional information of behavior observations,
it is difficult to assess this change. There may be a relationship
between the change in attitudes toward rules and regulations (i.e.,
more rules and regulations), and this dimension. That is, the
increase in rules and regulations may mean that they had determined
specific consequences for breaking a rule, and were focusing less on
rewards. In other words one (rules) may compensate for the other
(rewards)
.
The development group had the highest mean scores, 3.03
at the
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pre-test and 3.35 at the post-test. Again, it is difficult to
interpret this change. However, in the discussions, both couples
expressed concern about being too demanding and critical of their
children, and the change in attitude may reflect their desire to be
less critical.
The control group means were almost identical for the pre- and
post-tests (2.6). The mean scores were higher than the systems group
and lower than the development group.
6. Preference for Younger Children. This dimension measures
not only a preference for younger children, but also the reasons for
these preferences. "Thus a high scoring parent not only prefers
younger children, but tends to do so because 'they are fun to cuddle
and take care of.' The low scoring parents, as well as preferring
older children, do so because the young child is 'too much trouble'
and the older child more 'grown up"' (Barton, 1981, p. 94). There was
no statistically significant change over time for the systems group.
The mean scores for the systems group indicate that they
preferred younger children more at the post-test (2.87, pre-test and
3.05, post-test). This change may relate to the change in dimensions
2 and 3 (promotion of dependence/independence and rules and regulations,
respectively). Since their attitude toward dimension 3 indicated that
they thought they had more rules and regulations and dimension 2
indicated they thought their children should be more dependent, then
the result could be that they feel more comfortable and happy with
their young children.
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The development group changed in the opposite direction,
preferring older children to younger children (pre-test score, 2.96
and post test, 2.78). Since they thought they were promoting more
independence (2.67 to 2.57) and had the same range of rule and
regulations (2.42 to 2.40), it may be that they began thinking that
young children were "too much trouble" and preferred children who were
more "grown up." In other words, promoting independence means allowing
children to make more decisions and do more for themselves. This
usually means more time and effort on the adult's part since young
children tend to do things more slowly (e.g., it takes a four year old
a longer time to put things away because they get distracted, lose
patience, get bored, etc.).
The control group scores also indicated a preference for older
children at the post-test, but there were no other changes in score
which might infer a relationship. However, the literature on the early
childrearing stage indicates that this is a difficult time for parents
and can cause stress in the marital relationship because of the time
involved in caring for young children. The change in score for this
group might be an indication of the difficulties inherent in this
stage of the family's development.
Couple agreement on the above six dimensions . A speculation of this
study was that the scores for couples on the six CRPQ dimensions would
show more agreement at the end of the program. Correlations were
calculated for all couples on each dimension and for men and women in
the systems group, but there was no statistically discernible change.
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However, since there were only six couples, the relationships between
the scores may have been masked by the small size of the group.
Tables 8 and 9 report the change scores for each participant by
group. These scores are presented for each individual to report the
change which occurred in couple agreement for the purpose of discussion.
They were calculated by obtaining each individual's average score for
each dimension and subtracting the pre-test average score from the
post-test.
With respect to this study, the most interesting scores are those
which indicate there was a change in the opposite direction for couples
(i.e., the male change score is negative and the female positive or
vice versa). Scores of this nature indicate less agreement between a
couple, and an assumption of this study is that there would be more
agreement. Stated in percentages, the change scores for each group
demonstrate less couple agreement at the post-test as follows: systems
group, 42% (13 of 3 couple scores): development group, 55% (6 of 11
couple scores); and control group 53%, (8 of 15 couple scores).
(Couples where one member has a score of 0 were not counted to determine
the percentages, since 0 indicates no change in score from pre- to post-
test. Thus any agreement in score direction cannot be observed.)
Therefore, of the three groups, the systems group had a larger percentage
of scores (58%) which indicate couple agreement than the development
(45%) or the control (47%) groups.
Greater satisfaction with child . This scale was borrowed from
Levinger (1982) and was meant to measure the parents' satisfaction with
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their own children compared to their "ideal" children. The scale
consisted of a list of 40 adjectives which the parents rated twice
(at each administration), once for their own child and once for an
ideal child. There was no statistically significant change over time
for the systems group. However, calculating the difference in mean
scores for each group (see Table 10) reveals that there was more
congruence in the systems group when compared to the development and
control groups. That is, the parents in the systems group described
their own children as being more similar to their description of an
ideal child at the post-test. The control group indicated the largest
discrepancy at the post-test.
Parental goals scale . This scale was developed by the researcher to
measure the participating parents' perceived clarity of their parental
goals. The hypothesis was that at the completion of the program
parents who participated in the systems group would feel that their
own parental goals were clearer and that they understood their spouse's
goals better. It was thought this change would be greater in the
systems group than in the development or control groups. This hypo-
thesis was based on the assumption that couples who attend parent
education programs based on a family systems perspective would have
their attention drawn to the need for the parent subsystem to discuss
and understand each other's point of view. Thus, an effect of such a
program would be to change their perception regarding parental goals.
As can be seen in Table 11, the systems group had changes which
were statistically significant for items 2 (pc. 026) and 4 ( p < . 017 )
.
Ill
TABLE 10
GREATER SATISFACTION WITH CHILD
MEANS AND CHANGE SCORES
Measures
Groups X Ideal XYour X I-Y
Systems
Pre-test 3.2328 3.4708 - 0.2380
Post-test 3.2700 3.4875 - 0.2175
Development
Pre-test 3.0438 3.1181 - 0.0743
Post-test 3.1187 3.2500 - 0.1313
Control
Pre-test 3.2150 3.2750 - 0.6
Post-test 3.1800 3.3450 - 0.165
Note: The possible range for each measure was 1-5
(1 = much less than average, 2 = slightly less than average,
3 = average, 4 = slightly more than average, 5 = much more
than average).
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The change reflected in item 2 indicates that the respondents believed
they stated their parental goals clearly to their spouses, and item 4
confirms this by stating positively that the spouses understood their
goals. (The means were compared using a paired t-test for dependent
means.) The content of the systems program emphasized the importance
of the parents' role as executives in the family and of cormiuni cation
between the two parents in order to understand each other's views on
childrearing. The means indicate that the change for all items was
in a positive direction.
There was no change in the development group means for four out
of the five items. The one item that changed (4) indicates that the
respondents felt that their spouses did not understand their goals as
often as they thought at the beginning of the program. The control
group had change in a positive direction for three of the five items.
This group had lower scores than both experimental groups at the pre-
and post-test, and indicates that they were least satisfied with their
perceived clarity of their parental goals.
Teamwork scale . This was a two-item scale intended to determine the
participants' perceived importance of teamwork and their satisfaction
with the way they work as a team. There were no statistically signifi-
cant changes for the systems group on this scale (see Table 12). The
assumption was that the individuals in both experimental groups would
demonstrate more change in a positive direction than the control group
and that the systems group would exceed the development and control
groups.
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The results of a paired t-test for dependent means indicate no
statistically significant change in the systems group. Both experi-
mental groups had a slight decrease in means for item 1 at the post-
test, but they were still at the high end of the scale. The control
group had a slight increase at the post test and all respondents had
the same reply. All groups had an increase in scores for the second
item, with the experimental group indicating more satisfaction than
the control group.
Discussion
The results of the statistical analysis for the systems group
indicate that there were statistically significant changes in attitude
which took place over an eight week period. Two dimensions of the
CRPQ ( promotion of dependence/independence, and rules and regulations),
and two items of the parental goals scale had statistically significant
changes. However, as was noted, the changes cannot be attributed to
the treatment alone since there was no control group of a sizeable
number with which to compare results. The participants' replies at the
post-test may be a reflection of their becoming more aware of certain
attitudes as a result of filling out the questionnaire the first time.
Also, they may have been influenced by what they thought the researcher
was looking for in the way of "correct" answers.
The results of the CRPQ indicate that there was change over time
for both experimental groups. Change, as indicated by the mean scores,
was not always in the same direction for both groups. This could be
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a result of the differing content and emphasis of the curricula, but
more research with larger groups of parents is needed to verify these
results. For the variable couple agreement on the six dimensions of
the CRPQ, the systems group had a higher percentage of scores (58%)
that indicated agreement than the development (45%) or control (47%)
groups.
For the variable "greater satisfaction with the child," the mean
scores indicate that the systems group indicated more congruence between
their ideal and real child at the post-test than did either the develop-
ment or control groups.
On the parental goals scale, the means for the systems group
indicated that their perception of the clarity of their parental goals
had changed positively (i.e., they felt their goals were clearer).
The development group means indicate no change on four of five items,
while the control group had the lowest means for both the pre- and post-
tests.
In future research, it would be interesting to add items to the
parental goals scale which would indicate whether the spouses' percep-
tions were matched with each others' perceptions, as a measure of the
accuracy of their perceptions.
On the teamwork scale, the systems and development groups had
lower means on item 1 at the post-test, which may indicate that their
expectations of being able to work as a team 100% of the time became
more realistic at the end of the program. That is, they still felt
teamwork was an important aspect of parenting, but had a less romantic
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perception of the importance of teamwork.
There are two important areas which deserve attention, as they
may provide useful information for future research in this area. The
first is the difficulty encountered in the recruitment process, and the
second is the reaction of the systems group to the curriculum as
perceived by the researcher.
The extensiveness of the recruitment process was mentioned earlier
in the chapter. The result of two intensive attempts to recruit
parental couples for this study was eleven couples. It was noted
earlier that other researchers have encountered similar problems. The
researcher believes that a major barrier to recruitment was the stipu-
lation that only couples could participate in the study. There were
a number of mothers who indicated that they wanted to participate, but
who said their husbands would not or could not because of evening work.
In addition, every nursery school director who was contacted about this
program said that it was very difficult for them to get parents to
attend meetings or educational programs. Each one indicated the
response would be low. The researcher has encountered similar diffi-
culties in her employment in various social service organizations which
have sponsored programs for parents.
What might be the reasons for the difficulty in recruiting
parents for research studies? The Frazier and Matthes study (1975)
which contacted over 1,500 families, resulting in 35 final participants,
is a dramatic example of the problem, but no reasons are cited. There
are no studies on this topic of which the writer is aware. Mannino
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and Conant (1969) compared the drop-outs of 19 parent education
discussion groups with those parents who completed the program. More
than half of the parents who withdrew early gave practical factors
such as difficulty securing babysitters, transportation problems, etc.,
as reasons for withdrawing. These are probably factors which researchers
should take into account when planning for recruitment. It should be
noted, however, that the parents who participated in this dissertation
study were reimbursed for their babysitting expenses at the end of the
program. The recruitment notices all indicated that babysitting fees
would be reimbursed, and still the response was low.
One way of responding to the problem of recruitment for studies
is to eliminate some of the barriers mentioned by parents, such as
transportation, expenses, etc. For example, a list of qualified baby-
sitters could be provided for parents; the research project could cover
babysitting and transportation expenses; and transportation could be
provided for those individuals who need it. Another incentive might
be to provide compensation time to the parents for the time they spend
in the program. That is, if they attend 16 hours in a program, then
they would receive reimbursement for 16 hours of additional babysitting
time, as well as the 16 hours of program time.
However, the researcher thinks that a more critical issue for
researchers and parent educators is whether parents value parent
education as an important priority and means of practical assistance
for them. That is, the reasons people give to researchers and educators
for not attending parent education programs (such as babysitters.
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expense, etc.) can be considered polite rejections of a service which
seems irrelevant to many parents. As was noted earler, many profes-
sionals have stated the need for parent education (Aldous, 1978;
Bronfenbrenner, 1978; and many others). On the other hand, what do
the parents say about parent education? Some parents who have taken
part in commercial programs such as PET and STEP say that it has changed
their lives (Brown, 1976). A Gallup poll in 1976 indicated many
parents wanted the public schools to offer parent education programs
(Gallup, 1976). Other studies indicate that parents do not value
parent education programs as a source of information and support. A
recent study in a Milwaukee suburb (Chilman, 1980) interviewed 261
mothers and 193 fathers regarding their satisfaction as parents and
their goals and concerns for their children. Among the findings was
that:
Parent education received almost no support from the
mothers and fathers. ... In short, these generally
well-educated, middle-class parents put little stock
in the educational efforts of the various human
service profess ionals--aside from school teachers
whom they saw as helpful in respect to specific
learning problems of their particular children (343).
Oase et al
.
(1981) have reported similar findings.
What can we make of these conflicting reports? One interpretation
is that the parents who volunteer for studies and programs are those
parents who believe that parent education is worthwhile, but they are
outnumbered by those who do not value it; and therefore, recruitment
will always be a problem. Another way to look at it is by examining
the way in which human service professionals and researchers view
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parents, to determine whether the professionals are part of the problem.
Some questions professional might ask themselves are: Do parent
educators convey to parents the message that parents do not know what
they are doing? Have human service professionals, in their enthusiasm
to help children, contributed to the further alienation of parents?
Books by parents of handicapped children are quite compelling in
relating the insensitivity of people in the helping professions
(Featherstone, 1980) toward parents. In other words, human services
providers and researchers must examine their own attitudes and behaviors
as well as those of the parents.
In a review of the history of parent education, Croake and
Glover (1977) indicate that it began as a grassroots movement in this
country. It appears that as time went on parents began to seek assis-
tance and educators and social workers organized and disseminated
information and materials to parents. Activity of this sort continued
and has broadened to include commercial programs. While there are
enough parents signing up for the commercial programs to keep them in
business, there seems to be a discrepancy between what many parents
say and do in terms of actually taking part in parent education programs.
Either parents are telling interviewers and pollsters what they think
the interviewers want to hear; or they like the notion of parent
education, but the practicality of going somewhere becomes too over-
whelming; or they like the notion, but feel no rapport or confidence
in the people who offer parent programs.
The issue which professional who work with parents need to
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address is their relationship with parents and their attitudes toward
them. The writer believes that social scientists have alienated
parents by focusing on the pathologies of mothering and fathering and
not giving equal consideration to those qualities and characteristics
which are nurturing. It is possible that parents do not trust human
service providers with their education because of the fear of being
criticized and blamed. Kessen (1979, p. 819) calls this a "Salvationist
view" and adds:
The tendency to assign personal responsibility for the
successes and failures of development is an amalgam
of the positivistic search for causes, of the older
Western tradition of personal moral responsibility, and
of the conviction that personal mastery and consequent
personal responsibility are first among the goals of
child rearing. It is difficult to imagine an American
child psychology without a core commitment to the
proposition that someone is responsible for what
happens in the course of development.
Rossi (1974, p. 205) and Bell (1979, p. 825) voice similar opinions.
The writer's present personal experience and this study lead her
to believe that parent education is a worthwhile and productive
endeavor, and that recruitment difficulties are a symptom of the
attitudes of professional toward parents. Until professionals shed the
"Salvationist view," most parents will not entrust them with their
vulnerabilities concerning their parenting and will not seek their
advice or assistance.
The second area for discussion is the reaction of the systems
group to the program, as perceived by the researcher. Some
of the
parents who participated in this group reacted to that
part of the
program which asked them to reflect on their own early
experiences in
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their family of origin. For session 2 on the family system, the
participants were asked to draw floor plans of their childhood homes
and discuss them as well as to think about childhood experiences which
were helpful and not helpful to their development. The purpose of these
experiences was to assist the parents to focus on family relationships
and interactions in a way that would provide a context for discussing
family systems concepts. They were asked to focus on their parental
family rather than their new family to relieve them of any pressure
they might feel as parents.
Several of the participants reacted negatively to the exercises
and became withdrawn or made very negative comments about their parents
and family in the small group discussions. Others were very animated
and wanted to continue the discussions. Several gave examples of helpful
and not helpful experiences from their childhood, some of which were
funny and one quite tragic. However, none of the participants were
able or willing to infer how the past influenced the present or future
in terms of themselves or their families. It seems now, in retrospect,
that asking them to draw inferences after their first contact with
family systems concepts was unrealistic. The transition from linear,
cause and effect thinking, to systems, circular causality thinking is
difficult and requires time as well as experience. The question of
inferring the connection between the past, present and future is
probably best saved for a later time in the curriculum.
Some of the participants also reacted defensively to the following
week's exercise of mapping a family system of a family they knew. (It
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should be noted that no one was ever called on or forced to reveal any
information.) Although a few participants (four) said the task was
unclear, the researcher feels that their reaction was too strong for
this to be the only reason. It seems as likely that the exercise was
beginning to stimulate old memories and reveal feelings that were
unpleasant and/or uncomfortable for the participants. Since not every-
one reacted defensively, it may be that some people were ready to relate
the new family systems concepts to themselves and their families and
thus were not threatened, while others were not ready and were quite
threatened.
By the fourth session, several participants said directly that
they did not want to discuss families any longer, that the whole topic
seemed irrelevant to them, and that they wanted to discuss child
development. As was mentioned earlier, the parents in this group were
not expecting to spend as much time on the family as on child develop-
ment. Therefore, their disappointment may have resulted from not
having their expectations met. However, no one indicated they wanted
to drop out of the program and no one actually did. One might expect
that several participants would have dropped out, given their expressed
disappointment with the first four weeks. This also leads the writer
to believe that they were responding out of fear or threat to an
experience which was unexpected, but which was somehow valuable to
them.
At the eighth session, two people who had expressed disappointment
during the fourth session made it a point to talk to the instructor.
124
One person said that she had been baffled by the first four weeks and
did not see at the time how it related to child development. But, now
that we had discussed child development, she found the first part of
the program very helpful, and she could see how they were related to
each other. The other person said that he found the first part of the
program most valuable and helpful to him. These two individuals were
able to verbalize not only that one part of the program was initially
baffling, but that over time it began to make more sense.
Conclusions about this research and implications for future
research will be discussed in the next chapter.
?
CHAPTER V
CONCLUSIONS
Duty arises from our potential control over the
course of events. Where attainable knowledge
could have changed the issue, ignorance has the
guilt of vice.
Alfred North Whitehead (1957:14)
The Problem
The purpose of this study for the researcher was to begin
developing an approach to parent education based on family systems
concepts. The study was originally designed to determine the effects
of two curricula of parent education-one based on family systems and
child development theories, the other on child development alone--on
two groups of parents. One group of parents would receive the family
systems curriculum, the other the child development curriculum. There
was also to be a control group who would receive neither treatment but
who would be given the same questionnaire at the beginning and end of
the eight-week treatment period.
A requirement of the study was that only parental couples in the
early child rearing stage of development could participate in the
program. This requirement was based on the researcher's understanding
of family development and family systems concepts, which indicate that
an important aspect of child rearing is the couple's ability to agree
on child rearing practices or to accept and understand the differences
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between them as being complementary (Haley, 1973; Kenkel
, 1973;
Minuchin, 1974).
This requirement became a major deterrent to the implementation
of the study as originally designed. The researcher made two concerted
attempts over a seven-month period to recruit 15 to 30 parental couples
to participate in the study. As an incentive for participation and to
ease the financial burden to the couples, the parents were offered
reimbursement for babysitting fees incurred while attending the program.
After seven months, only 15 couples were enrolled in the program, three
of whom dropped out before the program began (see Chapter IV). Of the
12 remaining, one couple separated and dropped out after the fourth
week.
The results of the study consist of a discussion of what occurred
in the three groups, including the statistical analysis of the test
results for the systems group, which consisted of six parental couples.
Results of the Statistical Analysis
for the Systems Group
The data analyses indicate that there were statistically
significant changes over time for three variables in the systems group.
However, because the analysis does not include a comparison with a
control group or with the development group it cannot be stated that
the changes are clearly a result of the treatment.
There was a statistically significant change between the pre-test
and post-test means on two dimensions of the CRPQ. On the promotion
of dependence/independence dimension, the change was significant at the
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.01 level in a positive direction, indicating that the parents were
encouraging their children to be more dependent on the parents at the
time of the post-test. The research on early child development
indicates that young children need to be nurtured, and controlled, and
protected. It is impossible to know whether the change was appropriate
for these couples without the added information of observing the
parents with their children before and after the treatment. Observation
might have shown that the parents were expecting too much in the way
of autonomy and freedom for their preschool children before the program.
There may be an interactive effect with the dimension called rules and
regulations. If this were the case, then one would say the change was
an improvement.
The researcher's opinion is that this group of parents could be
characterized as believing that freedom and autonomy are valuable
characteristics and that they would encourage such behavior in their
children. The post-test results may be an indication that the overall
change was appropriate, given the families' stage and development and
the needs of children during the early years. Again, without the added
information of observations or comparison with a control group, these
are speculations based on the researcher's opinion of the group's
characteristics.
On the dimension called rules and regulations there was a positive
change which is statistically significant at the .032 level, indicating
that the parents have increased the degree to which they use rules and
regulations to control the children's behavior. As can be noted in
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Table 8, four out of the six women had increases greater than their
spouses. Traditionally, men are viewed as the family disciplinarians,
while women are the comforters. The change here may indicate that the
women began to see the necessity for establishing limits on their
children's behavior.
The changes in these two dimensions seem to complement each other.
Intuitively, it seems logical that an increased dependence on the
parents could logically mean an increase in the use of rules and
regulations. On the other hand, it could also indicate that the
children's freedom was to restricted and they were not allowed to make
decisions which would be appropriate for their developmental level.
There also were two statistically significant changes in response
to two items of the parental goals scale. Item 2 states, "I feel I
state my goals clearly to my husband/wife." The change was significant
at the .026 level and the respondents felt they stated their goals more
clearly to their spouses at the post-test. An effect of the systems
curriculum might have been to increase the parents' awareness of the
need for clarity. Item 4 states, "I feel that he/she understands my
goals." This change was significant at the .017 level and the
respondents thought that their spouses better understood their goals
at the post-test. However, it is not known whether the spouse agreed
with this statement. An improvement to this scale would be to test
the accuracy of each other's perceptions.
These four results seem to provide support for the assumption of
the study that the participants would benefit from knowledge of family
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systems theory. The two items on the parental goals scale, in
particular, indicate that there was a positive change of attitude in
the parental subsystem, since the respondents felt more positive about
the clarity of their goals as stated to their spouses and their spouses'
understanding of their goals. The results suggest that the program
was effective in increasing the participants' awareness of the need to
have clear goals and to understand each others 's views.
The Family Systems Curriculum
The researcher hopes to be able to replicate this study with a
larger sample of parental couples sometime in the near future. After
reflecting on this experience, there are a number of reasons for making
modifications in the order of the curriculum. A major reason for
making modifications is the apparent discomfort at the reflective
exercises experienced by some of the participants. It seems that if
some participants are going to feel uneasy about these experiences,
the curriculum should allow more time to process and discuss them.
Therefore, a possible modification would be to allow more time for the
processing of these experiences and to develop more exercises to allow
the participants more time to interact with the concepts in a concrete
way.
The researcher believes that it is important to acknowledge that
learning these family system concepts involves an affective as well as
a cognitive dimension. Her own personal experience as a student of
family systems and the observation of other students suggest that the
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affective component is very influential in the learning process. In
family life education, the interaction of affect and cognition has
gained attention and several educators have written about techniques
which can be used to enhance the learning process (Olson and Moss, 1980;
Wedemeyer and Groterant, 1982). The technique described by Wedemeyer
and Groterant has been used with college students (undergraduates and
graduates) only and not with families. (This technique is a form of
family sculpting using a paper diagram instead of live models.)
Interestingly, they have reported some of the reactions encountered in
this study:
An overwhelming majority describe it quite
positively. ... A fairly small number of students,
however, were resistant to the task. Some did it,
but reported that it was very painful. One or two
expressed defensive anger, either refusing to do it,
or questioning our right to pry into their personal
lives (1982:192).
It may be that in any given group there will be individuals who respond
as described above. It might even be assumed that groups of parents
would find the experience more intense and that more individuals would
be upset by the reflective exercises. In any event, it is a by-product
of learning about family systems concepts that must be anticipated by
the researcher as a part of the treatment effect. It is widely accepted
now that one's affect effects the learning process (Olson and Moss,
1980:391). Therefore, in conducting this study again, a major concern
of the researcher will be to give more consideration to creating a more
supportive atmosphere. One way of creating a more supportive atmosphere
would be to allow the participants more time to get to know each other
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and discuss conmon problems.
Another change in the curriculum might be the chronology of the
systems curriculum. The participants in the present study did not know
the content of the program beyond a general notion that it consisted
of child development information and parenting issues. Therefore, if
this study is repeated and the participants do not know about the
content, it may be helpful to present the child development information
before the family systems. This would give the participants more time
to get to know each other and the instructor before being asked to
discuss the family. The researcher believes that the participants in
the systems group might have responded differently to the curriculum
had the order been reversed as suggested above. The reason for this
is that they were prepared to learn about child development and were
disappointed and surprised when the program began with a discussion of
the family. Thus, their initial expectations were not met, which may
have biased their response negatively to the systems curriculum.
In addition, eight weeks may not be enough time to determine the
effects of the program on attitude change. It may be worthwhile in a
future study to have a follow-up administration of the questionnaire
four to six weeks after the completion of the program.
A final consideration is the influence the teacher has on how the
curriculum is taught and how the teacher's personality and style
influence the effects of the curriculum. Further research along the
lines of this dissertation study would shed some light on the interac-
tive effects of curricula and teachers.
132
The Instrument
The instrument used to measure change for this study seems to
merit further use. The Child Rearing Practices Questionnaire (CRPQ)
measures six child rearing variables that are appropriate across a
wide span of developmental stages. A major drawback to the CRPQ was
its length (143 items), as it took at least 45 minutes to complete.
However, Barton (1981:94) reports that a shortened CRPQ will be
available. The revised questionnaire has 80 items and takes
approximately 30 minutes to complete.
The parental goals scale detected a statistically significant
change in perception on two items. Studies which investigate
self-perceived satisfaction have been criticized, but as Chilman
(1980:340) asserts, "The parent's view of his/her life in the family
does make a difference in the person's overt perception of parenthood
and probably in his/her parenting behaviors." The intent of the
researcher in developing the scale was two-fold: 1) to measure any
change in perception over time, and 2) to encourage the participants
to think about sharing their goals with their spouses, if they had not
already done so. Again, in Chilman' s study of parent satisfaction she
notes that few parents indicated that they discussed their children's
problems with each other, and that fathers tended to hope the diffi-
culties would go away on their own, even though they realized this was
unlikely (1980:345). She concludes that this finding:
. . .
indicates the importance of counseling techniques
that promote communication between fathers and mothers
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concerning childrearing concerns as well as further
development of skills in reaching and working with
fathers as well as mothers.
This study was concerned with both promoting communication between
mothers and fathers and in reaching and working with fathers. The
parental goals and teamwork scales were intended to measure change in
communication in the parental subsystem. Further work in developing
scales of this type would be useful in determining the effects of
parent education curricula whose goals are to promote conmini cation.
Limitations of the Study
The study is limited in its general izability by a number of
factors. The obvious ones, familiar to anyone who has attempted this
kind of research, are that the sample was self-selected and too small
(for between group comparisons, as well as within group comparisons for
the development and control groups) which eliminate the possibility of
making inferences to the general population. In addition, the results
could have been influenced by the instrument. That is, the participants
could have been influenced by the questions they were asked in the
instrument, which might have cued them into how the researcher was
expecting them to change. As in all such tests, there is the possibility
that the participants answer the questions according to how they perceive
the instructor would want them to answer.
Measuring change over eight weeks is a relatively short period
of time, and the long-term effects of the program, if any, are not
known. If there were any effects which could be measured over a period
of several months, the hypothesis that learning about family systems
is useful as a preventive measure would be strengthened.
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Future Research
The primary purpose of this study was to determine if learning
about family systems concepts would be useful to parents. The results
of the study are inconclusive for a number of reasons which are
explained above. However, the research results indicate that change
took place and warrant further exploration in this area.
It is the researcher's belief that future exploration into the
use of family systems concepts in parent education would be most
productive when conducted on a long-term basis. The basic idea would
be to work with a group of parental couples from the birth of their
first children until the children enter public school. The couples
would be involved in an ongoing educational program which would be
organized around the family's developmental stage. Every 6 to 12
months the parents would take part in a group parent education program
designed to answer questions about the present as well as transitions
to the next stage. The families would be followed through observations,
interviews, and the use of standardized tests. For purposes of
comparison, there would be a matched group of parents who participate
in no programs, and a matched group who participate in programs such as
PET, STEP, Adlerian groups, etc.
Another study, on a smaller scale, might be to examine the changes
which occur over a 12-month or 9-month academic year in the families of
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graduate students who are studying family systems concepts. Does
change take place simply as a by-product of studying the concept for
professional reasons? Intuitively, one would say yes, but what kind
of change takes place? It seems to the writer that this would be an
important area of research for the professional development of family
life and parent educators. As educators, they must help their students
integrate new concepts into their system of thinking and problem-solving.
If the educator understands the process of change which has occurred
in his/her life as a result of a similar learning situation, then the
educator will be better able to facilitate the learning process of
his/her students.
It would also be worthwhile to conduct this study as originally
conceived, and to add observations and interviews to the data collec-
tion. It would be very interesting to be able to compare results
among three different groups.
Summary
This study was an initial effort at applying family systems
concepts to parents and to determine the effects on the parents'
attitudes towards several child rearing variables and the parental
subsystem. The scope of the study was limited by recruitment diffi-
culties. However, the results indicating change in the systems group
are encouraging in terms of continuing research and curriculum
development in this area for family life and parent education.
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APPENDIX A
CHILD DEVELOPMENT CURRICULUM
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Week 1
Parents as Teachers
Objectives
1. To begin to establish a sense of group rapport with each other
and the instructor.
2. To take care of organizational details.
3. To administer the pre-test.
4. To state the goals of the parent education program.
5. To learn about the parent's role as a teacher
1. Warm-up
Each person give own name, number of children and their ages, then
complete the following sentences:
a) The best thing about being a parent is . . .
b) The most difficult thing about being a parent is . . .
2. Explain the following:
a) Give informed consent form for their signature.
b) Inform how many times test will be given.
c) Explain babysitting reimbursement policy.
3. Administer the pre-test.
4.
Goals of the program
There are two major goals of the program for the parents:
a) To provide an opportunity for the parents to learn about and
discuss the role of parents and how they effect the child's
development.
.
.
b) To learn about child development through discussion of
current
theories which are widely used in the fields of education and
psychology.
5.
Brainstorm the kinds of things that children learn from
the
^
parents by observing and listening. The purpose of this
activity
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is to encourage the parents to think about not only how children
learn but also what the parents' styles of teaching are. It is
a creative exercise meant to stimulate awareness of the parents'
interactions with their children. The discussion following the
brainstorm will include different styles of teaching, such as:
a) verbal instruction
b) modeling
c) demonstration
d) discussion
e) sharing experiences
The parents will get into small groups and discuss how they teach
using the above list as a guideline and which mode they prefer.
Homework Assignment
Observe your preschool child at play for fifteen minutes of outside
play and fifteen minutes of inside play. Record (a) what the child
was learning, and (b) what skills the child has.
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Week 2
Play and Toys
Objectives
1. To learn about the role of play and toys in the child's development.
2. To discuss observing children at play.
1. Lecture/discussion on the role of play and toys.
a) Play and toys assist in the child's cognitive, emotional,
perceptual, volitional, and psychomotor development.
Ask parents to brainstorm ways in which play and toys
assist in development. List their ideas on flip chart
according to how they fit into the above categories,
but out of sight from the parents. At the end of the
brainstorm turn chart around and discuss in terms of
the variety of ideas and how much the parents know about
deve-opment.
b) Discuss three kinds of play: solitary, social, and fantasy.
c) Discuss the kinds of tyos their preschool children enjoy, and
why they think they enjoy them.
d) In small groups hand out a toy to each group and discuss what
the child might learn from such a toy.
e) Discuss the role of spontaneous play without an adult and
spontaneous or structured play guided by an adult.
2. Show slides of children at play. Discuss what children are
learning and what skill is being developed.
a) Discussion of last week's homework assignment. What did they
observe? What did they learn about their children?
Homework Assignment
Keep track of the number of hours your child
watches TV every day.
149
Week 3
Children and Television
Objectives
1. To learn about the growth of TV programming for children.
2. To learn about the impact of TV viewing on children's behavior.
3. To identify ways of making TV viewing a positive experience for
the child.
1. Lecture/discussion on TV programming for children.
a) The history
b) Characteristics of children's programming
c) How people are portrayed
2. Discussion of the impact of TV viewing on children.
a) Brainstorm ways in which TV affects children
b) Film: "Kids for Sale"
Discuss the film in terms of (1) the added responsibility
for parents to monitor programs their children watch,
(2) pressure from children to buy products advertized on
TV, (3) children's interpretation of what they see on TV,
and (4) the effects of viewing violence.
Handouts from ACT
3. Brainstorm ways of making TV viewing a positive experience for
the children.
Handouts from ACT
Discuss last week's homework assignment on their children s
TV
viewing time.
Homework Assignment
Watch one TV program or advertisement with your
child and discuss it
with him/her What did you learn? If your child is too
young to
watch TVor discuss it with them, observe a program
yourself and try
to have a child's eye view.
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Week 4
Comnuni eating with Young Children
Objectives
1. To discover the characteristics of a good communicator.
2. To learn about children's ability to take the other person's
point of view.
1. Brainstorm the characteristics of people the parents can talk to
and confide in. Do these apply to children as well? How?
View and discuss Parents' Magazine filmstrip on communicating
with young children.
2. Discussion of children's roletaking ability, i.e., ability to
take another person's point of view and how this ability is
learned and develops.
a) In small groups discuss your communication with your young
children. Given the above information and the way you
coimiunicate with your shi Id, should you lower or raise your
expectations? Why?
Discuss last week's homework assignment.
Homework Assignment
Make a list of things you want to know about child development.
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Week 5
Overview of Child Growth and Development
Objectives
1. To learn about the various theories concerning the nature of
children and how they develop.
2. To learn about stages of development.
1. Lecture/discussion on the importance of heredity (nature) in the
child's development and environment (nurture).
a) Is one more important than the other? Why?
b) Match pairs of participants according to whether they agree
or disagree with one of the following five statements.
- The child is active and needs to be restrained.
- The child is passive and needs to be stimulated.
- The child is evil and needs to be punished.
- The child is good and needs to be allowed freedom.
- The child is a clear slate and adults are responsible
for what gets written on that slate.
Discuss your point of view with your partners, what it means
to you as a parent, and defend it.
2. Lecture/discussion describing the concept of stages of development.
a) Stages seem to be hierarchical and sequential.
b) Each child developes at his/her own rate.
c) The pros and cons of "pushing" children to develop quickly
in a particular area.
d) View the film, "First Friends." Shows the development of
preschool children in the areas of social interaction,
affection, aggressiveness and problem-sharing. Designed to
help adults develop observational skills.
e) Discuss last week's homework assignment.
Homework Assignment
Describe an incident, a conversation with your preschool
child, or
something you observe in the coming week which illustrates
how
children view the world differently than adults.
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Week 6
Children's Thinking Processes
Objectives
1. To understand the thinking capabilities of children at the
different stages.
2. To understand that children view the world differently than adults
do.
3. To have practice in setting up activities for their children.
1. Lecture/discussion outlining Piaget's stages of cognitive development,
briefly explaining what occurs and giving examples of children's
actions at each stage.
a) Handout outline of stages of development and bibliography of
books for parents.
b) View film, "Learning about Thinking and Vice Versa" (Eleanor
Duckworth explaining stages and demonstrating with children).
2. a) Discussion of parents' observation of their children during
the previous week and how it relates to the above discussion,
b) Brainstorm how parents can assist in the child's cognitive
development.
3. Hand out a list of activities appropriate for preschool children.
Each parent select an activity to do with their child. Materials
needed to prepare activity available. Each parent prepare or
select an activity in the class. Before leave get together in
large group and each parent tell why shose the activity and what
he/she hopes to observe.
Homework Assignment
Do the activity selected above with the child and report
what was
observed and learned by the parent.
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Week 7
Discipline
Objectives
1. To learn the difference between discipline and punishment.
2. To learn about styles of parenting as they relate to discipline
and child development.
3. To discuss goals for disciplining.
Discuss the previous week's homework assignment. What they observed
and learned.
1. Lecture/discussion on definition of discipline vs. punishment.
a) Discipline—root word is disciple, meaning "follower of a
teacher, not out of fear of punishment, but inner conviction."
Synonym is education (to lead out).
b) The goal of discipline is self-discipline, i.e., emotional
commitment to a particular course of action. Self-regulation
or feeling of being in control of one's behavior leads to
self-esteem.
c) Punishment— "an act which causes a person to undergo pain,
loss, suffering for a crime or wrongdoing.
1
' This is outer
vs. inner-directed.
d) Discuss advantages of both and disadvantages.
e) Are there situations when punishment is more appropriate than
discipline and vice versa? When? Why?
2. Lecture/discussion on authoritarian, authoritative, and permissive
parenting according to Diana Baumrind's study.
a) Small groups discuss a disciplinary situation (given by the
instructor) regarding how to handle it and what mode to use
(i.e., punishment or discipline).
b) View Parents' Magazine filmstrip, "Effective Disciplining."
3. Discuss the goals of discipline in terms of the three different
styles of parenting. That is, goal of authoritarian is conformity
and submission to authority; goal of permissive is freedom of
action and independence; goal of authoritative is self-control and
independence.
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Homework Assignment
Discuss together for fifteen minutes each: (a) What are your individual
styles and goals for discipline? (b) Is there anything you would like
to change for yourself about your style or goals?
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Week 8
Developing Emotions
Objectives
1. To learn about how a child learns emotions.
2. To administer the post- test.
Discuss previous week's homework assignment. What similarities? What
differences?
1. Lecture/discussion.
a) Children learn how to feel about themselves by the way their
parents and others respond to them. Implications for
development: if feel confident, loved, secure, good about
self, child's learning enhanced because not afraid to explore,
have positive attitude toward success and failure.
b) Brainstorm situations, experiences, that children have which
teach them how to feel about themselves and others.
c) View film, "How Do You Feel." Documentary for children by
children on how they feel about being loved, afraid, happy,
sad. Drawings, interviews and imagery are used.
d) Small groups. Each group has a vignette depicting a
situation where a young child has succeeded or failed at
some task or interaction. How can the situation be used to
enhance the child's emotional development? What are some
things that could hinder the child's development?
2. Administer the post-test.
APPENDIX B
STRUCTURAL FAMILY MODEL CURRICULUM
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Week 1
The Family's Development
Objectives
1. To begin to establish a sense of group rapport with each other
and the instructor.
2. To take care of organizational details.
3. To administer the pre-test.
4. To state the goals of the parent education program.
5. To learn about the stages of development for families.
1.
Warm-up
Each person give own name, number of children and their ages,
then complete the following sentences:
a) The best thing about being a parent is . . .
b) The most difficult thing about being a parent is . . .
2.
Explain the following:
a) Give informed consent form for their signature
b) Inform how many times test will be given.
c) Explain babysitting reimbursement policy.
3.
Administer the pre-test.
4.
Goals of the program: There are two major goals of the program
for the parents:
a) To provide an opportunity for the parents to learn about and
discuss the role of parents and how they affect the child s
development. .
b) To learn about child and family development through the
discussion of current theories which are widely used in the
fields of education and psychology.
5.
Lecture/discussion on the stages of family development.
a) Families are dynamic, not static, and pass
through stages.
Children's development is influenced by the family
and vice
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versa.
b) The family as a whole is greater than or more than the sum of
its parts (i.e., the individuals in the family).
c) The stages of family development: courtship, early marriage,
early childrearing, late childhood, adolescence, late marriage,
old age. Hand out chart of developmental stages of the family.
d) Brainstorm the changes and stresses that might occur in
families as they pass from stage to stage.
Homework Assignment
Think of the family that you grew up in. Make a floor plan of the
house or apartment you lived in when you were ten years old. What
stage was your family in? Was it a time of change? What kind of
change?
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Week 2
The Family System
Objectives
1. To learn about the family as a system.
2. To understand the structure of the family according to this model.
1. Lecture/discussion on the family as a system.
a) Brainstorm: What is a system?
b) In what ways are families like systems?
c) Lecture on two major characteristics of family systems:
- The ability to provide stability and a sense of
belonging for its members (homeostasis)
- The ability to provide for adaptability and a sense of
individuality or autonomy (morphogenesis)
- Discussion of how these characteristics are related to
change and how they might affect an individual's
development.
2. Lecture/discussion on the three major subsystems of a Western
family: Marital, Parental, Sibling
Handout: Table of major functions of each subsystem.
Following the discussion of the parental subsystem, discuss the
influence their own parents had on them as models. Some people
think that the influence of our own parents determines how we
parent as adults. Discuss whether their experience indicates
that this is true or not.
Exercise: Individually write down five experiences you thought
helped you to grow and five which you think got in the way of
your growth. Volunteers give examples and discuss. From the list
of things which got in the way, try to figure out what your
parents were trying to teach you. Do you think you would respond
differently? How?
Education Development Center Film: "Rachel at Home." Discuss in
terms of the family's interactions at the breakfast table.
Homework Assignment
As a couple discuss the following: (a) What are some of the ways that
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your family provides a sense of stability or belonging to
(b) What are some of the ways that your family provides a
adaptability or autonomy to its members?
its members?
sense of
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Week 3
Too Much of a Good Thing
Objectives
1. To understand the extremes of belonging and autonomy in family
functioning.
2. To learn about boundaries in family interactions.
3. To learn about cross-generational alliances and detouring conflict.
4. To have practice in assessing a family's structure and functioning.
1.
Discuss homework assignment from previous week. Share different
ways of providing belonging and autonomy.
Lecture/discussion: While these two characteristics are very
important, they can sometimes be overdone and block the family's
and individual's development. Brainstorm ways that belonging
and autonomy can be detrimental
.
Lecture/discussion on enmeshment and disengagement as transactional
styles and characteristics of each.
2.
Review subsystems. Discuss boundaries: rigid, clear, diffuse,
and brainstorm the effects of each type on the family and the
i ndividual
.
3.
Lecture/discussion on cross-generational alliance and conflict
detouring. Discuss a hypothetical family situation. Put a
structural map of the family on the board and discuss in terms of
the family's development, subsystems, alliances, and conflicts.
(Possible use of a film from Educational Development Center as
hypothetical family. This film is about the same child in last
week's film and is titled: "Jenny is Four; Rachel is Seven. )
4.
Complete guidelines for assessing families in class. They are
to
select a family they know well, but not their own. There
shoul
be no identifying names, locations, etc. Volunteers
to discuss
their assignments.
Homework Assignment
Each parent complete the family inventory
alone and then with their
spouse. Complete it for their own family.
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GUIDELINES FOR ASSESSING FAMILIES
Based on the information which you received in class regarding how a
family is organized (subsystems and boundaries) and how it functions
(overinvolvement, affiliation, conflict, coalition, detouring),
answer the following questions about the family you have chosen.
1.
What kinds of transactions does this family have?
Enmeshed Disengaged
2.
What are the various subsystems of this family and who is in them?3.
Map the family's structure and interactions. Key for the map:
Clear boundaries
Diffuse boundaries
Rigid boundaries
Affiliation
Overinvolvement
//_ Conflict
Coalition
Detouri ng
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Guidelines for Assessing Families (Continued)
4.
What is the family's developmental stage? Describe.
5.
What are some of the issues facing this family? For example, are
they in a developmental transition, experiencing a crisis, etc.6.
Current life context:
Sources of Support:
Sources of Stress:
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FAMILY INVENTORY
A. Decision-Making
1.
How does your family make the following decisions:
a. Where to live?
b. Where to go on vacation?
c. What time to eat dinner?
d. When a child's bedtime should be?
e. Who is responsible for different chores?
f. What a child wears to school?
g. How each family member spends Sunday afternoon?
h. Who gets to choose the TV channel?
i. How a child is punished?
j. Who gets to use the car?
k. How much allowance a child receives?
l. How often a room is cleaned?
m. Whether or not a child goes to school?
n. What is cooked for dinner? -
o. How a child spends his/her money?
p. What friends a child can have?
2.
Once a decision is made, how is it changed?
3.
What are the three most important rules
in your family?
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$. How were these rules made? Do family members agree with them?
B. Limit Setting
1.
What is the most frequent
unacceptable behavior?
send child to room
scold
discuss situation
spank
tell child you are
withhold something
other (specify):
in which you set limits on
shame the child
reward good behavior
praise good behavior
ignore bad behavior
disappointed in him/her
important to the child
2.
Which of the above techniques do you find unacceptable under
any circumstances?
3.
What feelings does your family have difficulty expressing?
4.
What feelings are thought to be understood and therefore not
expressed as much?
5. What types of feelings are most often expressed in your
family?
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Week 4
How Is the Family Doing?
Objectives
1. To understand the four sources of stress on the family's system.
2. To identify sources of support and stress.
3. To assess their own family system.
1. Four sources of stress (Minuchin, 1974, pp. 60-66):
a) Stressful contact of one member with outside forces.
A main function of the family is to support its members.
When one member is stressed, other members feel the need to
accommodate to changed circumstances. Examples of this kind
of stress are husband/wife and work, child and school, law,
etc. How can this kind of stress affect the family negatively?
b) Stressful contact of the whole family with outside sources.
The ability of the family to adapt to meet changes in their
society or external environment, such as war, depression,
natural catastrophes, etc.
c) Stress at transition points in the family. The ability of the
family to change to meet new developmental growth in individuals
or an increase or decrease in family membership.
d) Stresses around idiosyncratic problems, e.g., mental or
physical handicap, serious illness, etc.
Exercise: Break into four groups. Each group discuss one source
of stress and come up with an example and ways in which the family
can deal with it negatively and positively. Discuss results in
large group.
2. Brainstorm sources of support for families. Discuss how the
supports can be used to strengthen the family system. Select
five that seem most important.
3.
Guidelines for assessing families form:
a)
b)
c)
d)
Complete for a time in the family when there was stress.
Complete for a time when things were going well.
What are the differences between the two? What could be
done
to change (a)? to maintain (b)?
Discuss the family inventory.
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Homework Assignment
Make a list of the things you want to know about child development.
APPENDIX C
RECRUITMENT LETTER
YOUR CHILDREN/YOURSELVES:
PARENTS AND EARLY CHILDHOOD
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A program for parents of young children will be offered, free of charge
,
beginning
. Parents will have an opportunity to learn
about and discuss how young children (birth to five years) develop,
and to share their experiences with other parents of young children.
Several topics for discussion are: how children develop, their
thinking abilities, feelings, and disciplines.
The group will meet for eight weeks, two hours per week, beginning
.
There is no fee . The program is part of a
research project on developing similar programs for parents. In
addition to there being no charge, parents will be reimbursed for
babysitting expenses for each session they attend.
There are two requirements for participation: (a) you must have at
least one child under the age of five, and (b) both parents must
attend the program.
The person conducting the program has worked with parents and young
children for the past six years and is currently working at an
infant-toddler center in Springfield.
If you are interested in participating in this program, please fill
out the form below and return it no later than .
We are interested in attending the above program.
Names: Mother
Father
Address
Tel. #
We could attend on the evening of: (please check one)
Monday Tuesday Wednesday Thursday
Friday
From: (please check one) 7-9 p.m. 7:30-9:30
p.m.
MAIL TO: Linda Giardina
P.0. Box 564
N. Amherst, MA 01059
TEL.: (office) 1-739-3954
(home) 549-1783
APPENDIX D
INFORMED CONSENT FORMS
PARENT EDUCATION STUDY
INFORMED CONSENT FORM
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I understand that Linda Giardina's study of a curriculum for parent
education asks participating parents to attend as a couple and to fill
out a questionnaire at the beginning and end of the research project.
The questionnaire concerns my feelings, attitudes, and practices
regarding childrearing. The classes will run for eight weeks for
two hours each session.
I understand that neither my name nor that of my child will be
mentioned in any reports, and that all information I give will be
treated as completely confidential. All questionnaires will be
identified by code number and never by name. If I have any questions
about the program, I understand that I can contact Dr. Evan
Coppersmith, principal investigator, at Hills South, Room 460,
telephone, 545-3569.
I also understant that I may, at any time, refuse to answer any
question, and that I have the right to withdraw from the study.
I hereby give my voluntary consent to take part in this project.
(Signed)
(Date)
PARENT EDUCATION STUDY
INFORMED CONSENT FORM FOR CONTROL GROUP
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I understand that Linda Giardina's study of a curriculum for parent
education requires parents who do not attend the parent education
classes. Volunteers who are not able to attend the classes for a
variety of reasons have been asked to fill out questionnaires at
the beginning and end of the research project. The questionnaire
concerns my feelings, attitudes, and practices regarding child-
rearing.
I understand that neither my name nor that of my child will be
mentioned in any reports, and that all information I give will be
treated as completely confidential. All questionnaires will be
identified by code number and never by name. If I have any
questions about the program, I understand that I can contact
Dr. Evan Coppersmith, principal investigator, at Hills House
South, Room 460, telephone 545-3569.
I also understand that I may, at any time, refuse to answer any
question, and that I have the right to withdraw from the study.
I hereby give my voluntary consent to take part in this project by
filling out the questionnaire at the times specified in the first
paragraph of this consent form.
(Signed)
(Date)
APPENDIX E
QUESTIONNAIRE
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1 . Below are ^actives which may describe a child. Thinking of yourKSSSl^ ldHlSS0^1leERreally 1S ’ MARK ™ APPR0PRIATELY EA“
For example,
is much more
take the word "attractive": If you
attractive than average, then circle
feel your child
5.
1 = much less than average 3 = average
2 = slightly less than average 4 = slightly
5 = much more than average
more than average
Work quickly: Give your first impression.
ACTIVE 1 2 3 4 5 INDEPENDENT 1 2 3 4 5
ADVENTUROUS 1 2 3 4 5 IMPULSIVE 1 2 3 4 5
AFFECTIONATE 1 2 3 4 5 MISCHIEVOUS 1 2 3 4 5
AGGRESSIVE 1 2 3 4 5 NERVOUS 1 2 3 4 5
ANXIOUS 1 2 3 4 5 NOISY 1 2 3 4 5
AWKWARD 1 2 3 4 5 PERSISTENT 1 2 3 4 5
BOSSY 1 2 3 4 5 RESPONSIBLE 1 2 3 4 5
CAUTIOUS 1 2 3 4 5 RESTLESS 1 2 3 4 5
CHEERFUL 1 2 3 4 5 SELF-CONFIDENT 1 2 3 4 5
COOPERATIVE 1 2 3 4 5 SENSITIVE 1 2 3 4 5
CURIOUS 1 2 3 4 5 SERIOUS 1 2 3 4 5
DEMANDING 1 2 3 4 5 SHY 1 2 3 4 5
DETERMINED 1 2 3 4 5 STRONG-WILLED 1 2 3 4 5
DEPENDABLE 1 2 3 4 5 TALKATIVE 1 2 3 4 5
DISTRACTABLE 1 2 3 4 5 TEMPERAMENTAL 1 2 3 4 5
FEARFUL 1 2 3 4 5 TENSE 1 2 3 4 5
FRIENDLY 1 2 3 4 5 THOUGHTFUL 1 2 3 4 5
HEALTHY 1 2 3 4 5 WHINY 1 2 3 4 5
HELPFUL 1 2 3 4 5 WITHDRAWN 1 2 3 4 5
IMAGINATIVE 1 2 3 4 5 WELL-MANNERED 1 2 3 4 5
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2. Each child is different, and each parent hopes for different
qualities in a child. You have already marked how well each word
below describes your child. Now think how well these words would
describe an absolutely perfect or ideal child the same age and
sex as yours.
MARK THE WORDS FOR THIS PERFECT OR IDEAL CHILD.
1 = much less than average 3 = average
2 = slightly less than average
5 = much more
4 = slightly more
than average
than average
ACTIVE 1 2 3 4 5 INDEPENDENT 1 2 3 4 5
ADVENTUROUS 1 2 3 4 5 IMPULSIVE 1 2 3 4 5
AFFECTIONATE 1 2 3 4 5 MISCHIEVOUS 1 2 3 4 5
AGGRESSIVE 1 2 3 4 5 NERVOUS 1 2 3 4 5
ANXIOUS 1 2 3 4 5 NOISY 1 2 3 4 5
AWKWARD 1 2 3 4 5 PERSISTENT 1 2 3 4 5
BOSSY 1 2 3 4 5 RESPONSIBLE 1 2 3 4 5
CAUTIOUS 1 2 3 4 5 RESTLESS 1 2 3 4 5
CHEERFUL 1 2 3 4 5 SELF-CONFIDENT 1 2 3 4 5
COOPERATIVE 1 2 3 4 5 SENSITIVE 1 2 3 4 5
CURIOUS 1 2 3 4 5 SERIOUS 1 2 3 4 5
DEMANDING 1 2 3 4 5 SHY 1 2 3 4 5
DETERMINED 1 2 3 4 5 STRONG-WILLED 1 2 3 4 5
DEPENDABLE 1 2 3 4 5 TALKATIVE 1 2 3 4 5
DISTRACTABLE 1 2 3 4 5 TEMPERAMENTAL 1 2 3 4 5
FEARFUL 1 2 3 4 5 TENSE 1 2 3
4 5
FRIENDLY 1 2 3 4 5 THOUGHTFUL 1
2 3 4 5
HEALTHY 1 2 3 4 5 WHINY
1 2 3 4 5
HELPFUL 1 2 3 4 5 WITHDRAWN
1 2 3 4 5
IMAGINATIVE 1 2 3 4 5 WELL-MANNERED
1 2 3 4 5
176
Please circle the number that indicates your feeling about the
statements.
1 = not at all 3 = more often than not
2 = slightly 4 = completely
3.
I feel that my own goals as a parent are 1234
clear to me.
4.
I feel I state my goals clearly to my
husband/wife.
12 3 4
5. I feel that I understand my husband's/ 1234
wife's goals.
6. I feel that he/she understands my goals. 1234
7.
When we don'e agree with each other, we 1234
can come up with something that satisfies
both of us.
Some people think that being parents requires teamwork, meaning that
the two parents cooperate to achieve a goal.
8. Do you think that teamwork is an important 1234
part of being parents?
9. If you do agree that teamwork is important,
1234
are you satisfied with the way that you and
your husband/wife are working as a team?


